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ABSTRACT
Teacher recruitment and retention consistently emerges as problematic in research and practice.
This is particularly true in difficult to staff areas, such as rural school districts in the United
States. As the teacher pipeline continues to decrease and various challenges continue to plague
the field, this problem will quickly turn into a crisis. The present study aimed to lift voices of
novice teachers in rural and remote rural areas of South Dakota to better understand individuals’
experiences in a rural setting and contributes to the current knowledge base of rural teacher
recruitment and retention. This qualitative phenomenological study interviewed 11 participants
to discover which contexts impacted their overall experiences as a novice teacher in South
Dakota. These interviews revealed the need for direct support from administrators and colleagues
to create a sense of belonging which was noted as imperative to positive novice teacher
experiences. The need for appropriate preparedness within their preservice experiences and
coursework as well as solid induction and mentoring programs once hired surfaced during the
interviews. Rural-specific field experiences paired with comprehensive induction and mentoring
programs focused on specific feedback prepare preservice teachers and novice teachers for
successful rural teaching and living. Intentional recruitment efforts including grow-your-own
programs for future teachers and partnerships between rural school districts and teacher
preparation programs will boost the pipeline of novice teachers for rural areas. Future research
includes surveying preservice and novice teachers in South Dakota to discover needs regarding
their specific perceptions of overall preparedness and successful recruitment efforts. Additional
research involves surveying novice teachers in South Dakota to learn more about localized
contextual factors, such as salaries and housing, and how these factors may influence their
decision to stay in state.
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Chapter 1
Introduction
Over the course of the past few decades, teacher retention has been a growing area of
concern for educators, school administrators, and policy makers (Brown & Wynn, 2007;
Darling-Hammond, 2010; DeAngelis et al., 2013; Ingersoll, 2012; The Holmes Group, 1986;
Whalen et al., 2019). Increased attention has been placed on novice teacher attrition and
migration in rural areas and the potential recruitment and retention efforts that may be more
effective with this population and in these areas (Curtin, 2018; Oyen & Schweinle, 2020;
Pietrzak et al., 2011; Zubrzycki, 2017). Novice teachers’ experiences are context specific and
limited in scope compared to veteran teachers; therefore, to better understand and improve these
experiences; to increase self-efficacy among this group; and to retain the novice teachers that
have been recruited, we need to look at the contextual factors of their school environment and
demographic information that may impact their decision to stay in the profession.
Many factors have previously been identified as reasons why novice teachers move to
other schools or districts or leave the profession all together. These factors include, but are not
limited to, lack of administrator support (Brown & Wynn, 2007; Greenlee & Brown, 2009;
Ingersoll, 2012; Prather-Jones, 2011; Zhang & Zeller, 2016), limited professional development
and training opportunities (Boe et al., 2008; Podolsky et al., 2019), low student achievement
(Ingersoll & Strong, 2011; Monk, 2007), lower salaries (Berry & Gravelle, 2013; Curtin, 2018;
Zubrzycki, 2017), and lack of adequate preparation to cope with the challenges facing today’s
teachers such as increased student behavioral and academic needs, limited resources, and poor
working conditions (Brown & Wynn, 2007; Darling-Hamond, 2003; Monk, 2007; Podolsky et
al., 2019; Zhang & Zeller, 2016; Zubrzycki, 2017). Moving forward to experience higher

2
teacher retention rates within rural areas, it is imperative to discover how to best prepare and
recruit novice teachers to these areas. It is important to learn how various contextual factors
within their social/professional experiences and the novice teachers’ perceived self-efficacy
influence attrition and migration rates of novice teachers within these regions.
Statement of Problem
The phenomenon investigated was the lived experiences of novice rural teachers who
were recruited to teach in and opted to remain as teachers in rural school districts. The
exploration may provide insights as to why some teachers stay beyond three years. This study
aimed to describe these lived experiences in rural areas and gain insight into the self-efficacy,
demographic factors, and contextual factors that may have impacted the retention of these
teachers, providing a lens through which school administrators and teacher educators can better
understand rural novice teachers’ needs. The novice teachers’ descriptions of these experiences
may then be utilized to further understand factors that contribute to effective recruitment and
retention strategies and how the social and professional contexts affect self-efficacy within this
population of teachers. While there is much research and literature regarding teacher retention
(Curtin, 2018; Meyer et al., 2019; Zhang & Zeller, 2016), teacher self-efficacy (Wahlstrom &
Seashore Louis, 2008), and the role of effective school leadership on teacher retention (Brown &
Wynn, 2007; Brown & Wynn, 2009; Shaw & Newton, 2014; The Wallace Foundation, 2021),
additional descriptions of novice rural teachers’ lived experiences through their own eyes and
from their own voices is imperative to fully understand and provide a picture of what this group
of teachers experiences in these particular contexts. It is also vital to gain this perspective to
understand the ongoing support novice teachers in rural areas may need to remain in their current
positions and the profession.
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Significance of Study
Rural teachers, particularly novice rural teachers, face a multitude of challenges within
this rural context including distance from more urbanized areas and the social opportunities and
availability of necessities these areas bring (Barley, 2009; Curtin, 2018; DeFeo & Tran, 2019;
Monk, 2007), affordable and available housing (Zubrzycki, 2017), lower salaries (Berry &
Gravelle, 2013; Curtin, 2018; Zubrzycki, 2017), limited resources within the classroom
(Painter et al., 2013), and limited privacy due to close social connections in small
communities (Baker & Beckner, 1987; Berry & Gravelle, 2013). Teacher recruitment and
retention in rural areas and among novice teachers is an increasingly critical area within the field
of education as more and more teachers are leaving the profession or their rural districts for other
careers or more populated areas (Ingersoll, 2012; Zubrzycki, 2017). If we fail to fully understand
their experiences or determine the contextual factors playing a role in these novice teachers’
decisions to leave their current placements or the profession, we will continue to see a high
turnover rate among new educators to the profession, which creates larger issues in terms of
resources lost, additional hiring, mentoring, and training costs, and indirect impacts upon school
culture and student achievement (Brown & Wynn, 2007; Brown & Wynn, 2009; Ingersoll,
2012).
The teaching experiences and school environment of novice teachers play an invaluable
role in developing the teachers’ confidence levels in their teaching abilities, which can directly
impact their overall effectiveness in the classroom and impact the success they encounter early in
their career (Brown & Wynn, 2007; Brown & Wynn, 2009). This is especially important
considering more and more preservice teachers are leaving their teacher preparation programs
overwhelmed and unsure of their abilities as they enter their first year of teaching (Ashley, 2016;
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Stein & Stein, 2016; Zhang & Zeller, 2016). Some of this uncertainty could be eliminated if
novice teachers developed positive connections and increased self-efficacy early in their teaching
experiences through social and professional supports built through community relationships and
quality induction programs (Gamborg et al., 2018; Ingersoll, 2012; Ingersoll & Strong, 2011;
Monk, 2007; Voss & Kunter, 2020; Watkins, 2005).
The results of this study may guide institutions of higher education, school districts, and
departments of education in the development of teacher preparation programs and novice teacher
recruitment and retention strategies that increase readiness and retention for teaching in rural and
remote rural districts. This could benefit novice teachers and their future students by providing
building principals and other school administrators a lens through which they can positively
guide the development of these novice teachers as they begin their careers through relevant,
comprehensive induction programs and support systems. While the primary goal of this study
was to lift novice teachers’ voices and provide them a platform upon which to describe their
experiences, assumptions and generalizations may be possible and extended into teacher
preparation programs.
Research Questions
According to Creswell (2007), research questions within a qualitative research study are
“open-ended, evolving, and nondirectional” (p.107).
The following research questions guided this qualitative study:
1. What is the lived experience of novice teachers in a rural state?
2. In what contexts are these experiences situated?
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Definition of Terms
To clarify meaning and develop a common sense of understanding for readers throughout
this study, the following definitions of terms are provided. Any definitions without citations have
been developed by the researcher.
Attrition: The movement of a teacher out of the profession to another profession (Brown
& Wynn, 2009).
Building principal: An administrator overseeing daily operations within a K-12 public,
private, or charter school setting.
Contextual factors: Factors within the school environment, school community, or
community at large that impact a teacher’s experience.
Induction: The process by which novice teachers or teachers new to a school building or
district are welcomed into their new role, shown the procedures and protocols of how
daily operations are expected to be handled, and the general functions of the school.
Mentoring: The pairing of a novice teacher and a veteran teacher to support the novice
teacher in their new role and assist them in developing skills to improve their teaching
practices.
Migration: The movement of a teacher from one school to another within the same
district or from one district to another (Brown & Wynn, 2009).
Novice teacher: A teacher with five years or less of teaching experience.
Preservice teacher: A student within a teacher preparation program, completing
necessary coursework and field experiences prior to certification.
Retention: The process by which teachers stay within their current field, school, and/or
state.
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Rural: An area with a population less than 2,500 people (U. S. Census Bureau, 2016).
Rural fringe: Rural area that is less than or equal to 5 miles from an urbanized area or
less than or equal to 2.5 miles from an urban cluster (National Center for Education
Statistics [NCES], 2018).
Rural remote: Rural area that is more than 25 miles from an urbanized area and is also
more than 10 miles from an urban cluster (NCES, 2018).
Self-efficacy: An individual’s belief in his/her ability to behave in a way that will produce
desired results or successfully complete assigned tasks (Bandura, 1977).
Transcendental phenomenology: A qualitative phenomenological research design where
the researcher sets aside any of their own similar experiences (Creswell & Poth, 2018)
and aims to understand the essence of a participant’s lived experiences regarding a
specific phenomenon (Moustakas, 1994).
Urban area: An area with a population of 2,500 or more people (U. S. Census Bureau,
2016).
Urbanized area: An area with a population of 50,000 or more people (U. S. Census
Bureau, 2016).
Urbanized cluster: An area with a population between 2,500 and 50,000 people (U.S.
Census Bureau, 2016).
Organization of the Study
Chapter 1 began with an introduction to the problem and a list of research questions. It
discussed the challenges facing novice teachers, particularly those located in rural districts. This
chapter also included the significance of the study, definitions of key terms within the study,
limitations and assumptions of the study, and the organization of the study. Chapter 2 outlined a
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review of literature including a historical perspective of teacher preparation programs and
teacher retention, theoretical lens of self-efficacy in teacher development and effectiveness,
teacher recruitment and retention in rural and other difficult-to-staff areas, as well as recruitment
and retention strategies in these areas. Chapter 3 discussed the methodology utilized to gather
and analyze the data for the transcendental phenomenological qualitative study, while Chapter 4
discussed the findings discovered through the research study. The summary, conclusion, and
discussion of the study was presented in Chapter 5, in addition to further recommendations for
research and study pertaining to the presented topic.
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Chapter 2
Systematic Review
Background and Purpose. Little research has been done involving novice teachers and the
contexts in which their lived experiences occur in rural settings, including the degree to which
these contexts impact their decisions to remain in the profession or their current school. The
purpose of this systematic literature review was to identify current available research regarding
teacher recruitment and retention in rural districts, as well as the self-efficacy that novice
teachers in these districts experience and the administrative support that promotes this.
Subjects. The literature review examines research published from 1977 through 2021.
Methods. A systematic review of the literature was conducted from August 2020 through
January 2021 to identify ways in which self-efficacy is developed within preservice and novice
teachers, as well as teacher recruitment and retention strategies used to recruit and retain novice
teachers in rural areas. Specific criteria were applied in the search including teacher recruitment
and retention, self-efficacy, self-efficacy and preservice teachers, self-efficacy and novice
teachers, teacher recruitment and retention in rural areas, and factors influencing teacher
retention.
Results. The review identified five methods by which self-efficacy can be developed, all of
which can be implemented into teacher preparation programs for preservice teachers and school
district induction programs for novice teachers. Additionally, research shows that there are a
variety of teacher recruitment and retention strategies utilized, some dependent on the region or
unique characteristics of the district. The review of literature regarding teacher retention shows
that the level of administrative support consistently appears as a top reason for teacher attrition
and migration.
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Discussion and Conclusion. There is strong evidence that teacher preparation programs which
include strong pedagogy within coursework and field experiences for preservice teachers
combined with comprehensive induction programs for novice teachers build self-efficacy within
these novice teachers. Additionally, this level of self-efficacy has the potential to increase
retention within novice teachers. In terms of teacher recruitment and retention, the literature
identifies a wide variety of recruitment and retention strategies that exist and are implemented
across the country. There is no set formula for recruitment and retention that exists from state to
state or school district to school district, due to the unique nature and needs of these regions and
districts.
Introduction
School districts are an important piece in the puzzle that composes a community, and
as such, the educational opportunities within these districts are paramount to a student’s
development. Designing and leading these opportunities are high-quality teachers. For many
years, and for reasons involving salary, class size, job requirements, and certification
requirements, states across the nation have faced the reality that teacher retention rates
continue to decline, while teacher migration and attrition rates continue to increase (Goff &
Bruecker, 2017; Greenlee & Brown, 2009; Ingersoll, 2012; NCES, 2018). This is especially
true in difficult to staff areas such as rural and challenging schools and with certain positions
such as math, science, and special education (Ingersoll et al., 2012). While teacher retention is
a national concern, each state and each district need to be aware of how the demographics of
their locale play a role in teacher retention rates. In addition, taxpayers of these states and
districts are expecting that their tax dollars are utilized appropriately to provide quality
educational opportunities to their youth (Blue Ribbon Task Force, 2015).
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Understanding what new teachers value and seek in employment opportunities is key
to developing working conditions, programs, and incentives that will adequately and
effectively recruit and retain them (Boyd et al., 2003; Painter et al., 2013). Watkins (2005)
stated concern for this issue by sharing, “teachers, particularly new teachers, are leaving their
classroom at an alarming rate” (p. 83). Whalen et al. (2019) continued to share this concern
stating, “Teacher attrition within the first 5 years of classroom in-service practice in a concern at
a global level” (p.591). If the overall benefits of the profession, such as making a positive
difference for students and communities, do not inspire the next generation to opt into the
teaching field, the teacher pipeline decreases (Darling-Hammond, 2010; Ingersoll, 2012). This
decrease in the teacher pipeline, mixed with declining teacher retention rates, sets up a
significant difficulty in filling vacant teaching positions with qualified teachers in all content
areas and grade levels in all states (Gallant & Riley, 2014; Ingersoll et al., 2012).
Beyond understanding the needs of novice teachers, studies have been conducted and
much literature has been written on the importance of early field experience to preservice
teachers (Ng et al., 2018). Voss and Kunter (2020) emphasized that field experiences provide
the opportunity for preservice teachers to change and develop the preservice teachers’ beliefs
of teaching and learning. Effective mentor teachers within these field experiences help to
develop preservice teachers’ self-efficacy regarding their experiences and reflections in the
field. These belief systems can increase retention rates once these individuals enter the
teaching field (Darling-Hammond, 2010; The Holmes Group, 1986; Voss & Kunter, 2020).
According to Voss and Kunter (2020), mentor teachers expressing and demonstrating
constructivist-based beliefs worked with preservice teachers who “did not show the typical
increase in emotional exhaustion after they started to teach” (p. 300). This could mean that
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these mentor teachers understand how learning occurs, not just in their students but in adults
within these contexts as well (Voss & Kunter, 2020). Learning through these field experiences
is imperative to the preservice teachers’ development (Juarez, 2019).
While much has also been studied relative to generalized teacher retention rates (Gray
& Tate, 2015; Ingersoll et al., 2018; Meyer et al., 2019), little has been written or researched
focusing on the novice teachers’ intentions to remain teaching and to do so within a rural
setting, in this case specifically South Dakota. Gagnon and Mattingly (2015) asserted that
students within rural districts are at a disadvantage due to the continual placement of novice
teachers in these classrooms. Novice teachers are less experienced and often inadequately
prepared to face the challenges that often exist within rural settings including increased
poverty (Monk, 2007), limited professional and social interactions (Berry & Gravelle, 2013),
and remote locations far from urbanized areas with more resources (Beesley et al., 2010).
Additionally, teachers within rural settings do not often hold advanced degrees (Gagnon &
Mattingly, 2015). Combined with lack of experience, this lack of advanced training and
knowledge brings about an equity gap for students within rural settings (Gagnon & Mattingly,
2015) and could mean that these students do not have appropriate and equal access to proper
educational experiences compared to peers in areas where novice teachers hold advanced
degrees (Cardichon et al., 2020; Ingersoll, 1999). If these novice teachers do not have
advanced experiences, their students may not achieve at the highest level of their potential due
to this lack of confidence in the teachers’ own teaching abilities (Hoy & Spero, 2005;
Kaufman & Ireland, 2016). Additionally, Hattie (2016) posited that if there is a lack of
collective teacher efficacy among school staff, student achievement can be negatively
affected.
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This study explored rural novice teachers’ experiences and contextual factors that may
explain why novice teachers choose to remain in or leave the rural school districts in which
they begin their teaching careers. Leaders of rural schools may use this study to guide their
practices in recruiting and retaining qualified novice teachers. Teacher educators may use this
study to develop coursework and field experiences to help prepare novice teachers for life and
teaching in a variety of school settings and communities.
Historical Perspective
In the 1986 report from The Holmes Group, much attention was given to the need for
public education reform by means of developing higher quality teacher preparation programs,
continuing the discussion of teacher certification, establishing various standards of entry into
the teaching profession, and improving workplace conditions for teachers. This report
explained a variety of concerns pertaining to the rigor of teacher education and preparation
programs, the increasing demands of public-school teachers, the lack of minority populations
within teacher preparation programs and the teaching profession, and the relationships
between teacher preparation programs and public schools as partners in improving teacher
practice (The Holmes Group, 1986). This call to action contributed to the redefinition of
teacher preparation programs, field experiences for preservice teachers, and continued
conversations regarding public education reform.
Within reports such as The Holmes Group’s Tomorrow’s Teachers report (1986),
teacher recruitment and retention were discussed as concerns for the profession moving into
the 21st century. Teacher recruitment and retention within rural areas (including those defined
as rural fringe and rural remote) has continually arrived at the forefront of rural school
leaders’ minds when working to develop strong school culture, high student achievement, and
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cost-effective strategies through which to conduct school operations (Curtin, 2018; DeFeo &
Tran, 2019; Monk, 2007; Zubrycki, 2017). Teacher mobility and attrition over the past four
decades has contributed to this concern, as the percentage of teachers leaving the profession
grew from 5.6% during the late 1980s to 7.7% during the 2011-12 to 2012-13 school year
transition, with some school years seeing the percentage increase to 8.4% (NCES, 2018).
This, coupled with increasing K-12 student populations in many areas and decreasing teacher
preparation program participants in states such as Colorado (Zubrzycki, 2017), only
compounds the problem in certain areas of the country where difficult to staff schools exist.
According to Ratcliffe et al. of the U. S. Census Bureau (2016), the United States has
seen a shift in urban versus rural growth. Over the past century, the rural population in the
United States has decreased dramatically. While the rural population of the United States was
close to 55% of the total population one hundred years ago, the 2010 census revealed that
approximately 19% of the entire United States population is located within rural areas (U. S.
Census Bureau, 2016). According to Boyd et al. (2003), novice teachers frequently return to
or near their hometowns or the areas in which they attended college. This occurrence,
combined with the decrease in population of rural areas, means that fewer and fewer
preservice teachers are available (and potentially willing) to teach in rural areas, and far fewer
have the experiences associated with rural living that will help them become successful within
these roles (DeFeo & Tran, 2019; Zubrzycki, 2017). While much research has been done to
identify factors and contextual factors that contribute to self-efficacy of novice teachers, more
research is needed to explore how rural building leaders can contribute to creating a climate
conducive to self-efficacy development. When novice teachers are new to the profession and
to rural life or life away from home, mentors will need to address self-efficacy in teaching and
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support will be needed from a variety of sources within the novice teachers’ school and
community experiences.
Theoretical Framework: The Theory of Self-Efficacy
Human behavior and motivation have been intensely observed and studied attempting to
explain why people behave in the manner they do and if this behavior can be modified (Bandura,
1977). Thoughts of an individual’s own beliefs regarding his or her abilities to complete certain
tasks and the level to which these tasks can be completed successfully has remained at the center
of these observations and research studies. Albert Bandura’s studies of human behavior and
behavioral change, specifically relating to phobias and utilizing the lens of social cognitive
theories, led to the development of the Theory of Self-Efficacy. Bandura described self-efficacy
as the way one thinks about their own ability to complete tasks in a context based on varying
experiences that ultimately leads to changes in behavior based on success or failure in previous
attempts (Bandura, 1977). Bandura concluded there are “four major sources of information:
performance accomplishments, vicarious experience, verbal persuasion, and physiological
states” that impact the development of an individual’s self-efficacy (Bandura, 1977, p. 195).
These four sources of information provide an individual the environment and structure from
which to build the construct of his/her own self-efficacy toward related tasks (Bandura, 1977).
Similar concepts such as self-concept and self-esteem also exist; however, Zimmerman
(2000) compared the idea of self-concept to that of self-efficacy, maintaining that self-concept
only relates to one’s feeling or knowledge of self and ultimately has no bearing on one’s
performance. Self-efficacy relates directly to how well one thinks he/she may perform in a role
or on a specific task and is related to the outcome expectations of the individual, which is a
primary reason why this theory has been used in many academic arenas (Artino, 2012). In terms
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of effective teaching and novice teachers, their degree of self-efficacy could have drastic and
lasting effects on novice teachers’ success in the classroom (Gamborg et al., 2018; Hoy & Spero,
2005; Kaufman & Ireland, 2016).
Other researchers, such as Schunk (1991), have taken the concept of self-efficacy further,
asserting that there are more specific concepts that fit inside the box of self-efficacy. Goal
setting, locus of control, and other factors may contribute to an individual’s level of self-efficacy,
which could impact the individual’s achievement (Schunk, 1991). While these factors potentially
fit within the four sources of information outlined by Bandura, it is important to note their
relevance in settings outside the field of behavioral research, such as preservice teachers’ and
novice teachers’ development of self-efficacy through field experiences (Hoy & Spero, 2005;
Kaufman & Ireland, 2016). Because Bandura (1977) theorized that efficacy can be developed
most during the earlier stages of the learning process, Hoy and Spero (2005) emphasized that
preservice field experiences and early teaching experiences can be instrumental in developing a
novice teacher’s beliefs for their teaching abilities. This can go on to affect teaching and learning
in these novice teachers’ classrooms, as there is a strong correlation between teachers’ selfefficacy and their overall performance in the classroom (Ashley, 2016).
Within the academic arena, the role of outcome expectations in terms of goal-setting
within the self-efficacy model has proven to be substantial. Zimmerman et al. (1992) studied the
role of self-efficacy beliefs and goal setting on academic achievement. They found that an
individual’s outcome expectations, when formulated as specific goals for that individual’s
academic achievement, had a direct and positive impact on the student’s achievement
(Zimmerman et al., 1992). Students with high self-efficacy tend to persevere to accomplish a
task, respond positively to all forms of feedback, and set high goals (Artino, 2012). Students who

16
display an internal locus of control and produce self-regulatory behaviors by setting goals and
learning from other individuals and prior experiences have a far greater probability of
successfully completing the given task. The student’s high self-efficacy plays a direct role in the
student’s ability to achieve (Zimmerman et al., 1992). Edwards and Protheroe (2004) noted that
preservice teachers treated as a replacement teacher who steps in to deliver the curriculum and
manage the classroom are not gaining the experiences and participating in the learning necessary
to develop the appropriate skills to successfully take on a classroom of their own in the future (p.
186), and according to their study, conversations and reflections facilitated by the cooperating
teacher need to focus on the growth and learning processes of the preservice teacher, not just
solely focused on curriculum and management strategies for the preservice teacher to utilize in
the classroom. The worry is that the preservice teachers are not treated as the adult learners they
are during these experiences, and therefore, may not be fully benefitting from the experience,
which could be a detriment to them as novice teachers once out in the field, as these experiences
are critical to the development of their self-efficacy as teachers (Gamborg et al., 2018; Hoy &
Spero, 2005; Kaufman & Ireland, 2016). In these situations, pedagogical and andragogical
methods should be utilized with the preservice teachers to maximize the learning taking place
and potentially increase preservice teacher preparedness and self-efficacy (Juarez, 2019).
When thinking of preservice teachers as students and novice teachers as early career
professionals learning to master a trade, this information is extremely relevant, as the factors
outlined by these researchers relate to a college student’s experiences throughout a teacher
preparation program and novice teachers’ experiences during those first few, formative years
within the profession. However, when looking at preservice teachers and novice teachers as
learners experiencing professional growth and development, this lens is particularly important
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to the establishment of high-quality teacher education coursework, programming, and
experiences, as well as solid induction into the teaching field (Ashley, 2016; Kaufman &
Ireland, 2016). If the outcome of a teacher preparation program is for preservice teachers to
transition into first-year teaching positions as fully prepared and successful novice teachers,
the program molding the preservice teachers needs to provide a multitude of training
experiences and opportunities to build their self-efficacy (Ashley, 2016; Ingersoll et al.,
2012). If the goal is for any novice teacher to be successful within their first few years of
teaching in terms of increased student achievement and positive contribution to the school
community, then these individuals need opportunities to see and work with master teachers,
reflect on their own work, and receive constructive feedback during their work (Chelsey &
Jordan, 2012; Ingersoll, 2012; Ingersoll & Strong, 2011; Podolsky et al., 2019; Watkins,
2005; Youngs, 2007).
In addition to Bandura’s thoughts on self-efficacy, James Maddux’s research has
added a fifth source of self-efficacy in the form of imaginal experiences or visualization of
one’s potential success within one’s abilities (Lopez & Snyder, 2011). This means that if a
person visualizes himself or herself completing a task successfully, the likelihood of this
occurring increases. This work guides and aligns with Amy Cuddy’s research regarding these
types of imaginal experiences and how these experiences then lead to successful outcomes in
a variety of settings (Cuddy, 2015). When making the shift in thinking from these general
types of experiences to the opportunities a preservice teacher is or is not exposed to during
their time within field experiences, providing the preservice teacher opportunities to imagine
himself or herself successfully managing a classroom, engaging in professional relationships,
and becoming an effective teacher could make a positive difference in their overall experience
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and level of self-efficacy (Gamborg et al., 2018; Hoy & Spero, 2005; Kaufman & Ireland,
2016).
According to Bandura (1977), self-efficacy is developed a multitude of ways from
watching others succeed in task completion, experiencing mastery and success in a person’s
own tasks and activities, verbal praise and encouragements from mentors in our lives, and
experiencing the emotional and psychological states to be successful. Novice teachers,
therefore, can potentially experience an increase in self-efficacy if they are given the
opportunities to develop mentor-like relationships with colleagues, administrators, and other
individuals within their school site and community, experience mastery of various teaching
practices and strategies during the early stages of their careers, imagine themselves being
successful within their teaching experiences, receive appropriate praise and encouragement
from colleagues and administrators to better their practices, and observe the success of others
in the classroom (Gamborg et al., 2018; Hoy & Spero, 2005; Ingersoll, 2012; Ingersoll &
Strong, 2011; Kaufman & Ireland, 2016; Lopez & Snyder, 2011). Strong school-university
partnerships can provide the scaffolding needed to increase self-efficacy for preservice
teachers which may in turn translate to higher self-efficacy during the first years of teaching.
Teacher Preparation Programs and Teacher Retention
Teacher preparation programs historically require a set of methods courses and
coursework to be completed by preservice teachers followed by some type of long-term field
experience, usually one to two semesters in length, within a classroom, mentored and molded
by a veteran, cooperating teacher. These experiences allow the preservice teachers to recall
the theory and pedagogical content and then apply such information when in the classroom
practicing the skills and methods learned throughout this coursework. Clinical experiences are
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modeled after experiences in the medical field, where the preservice teachers are placed in
classrooms for extended periods of time to gain adequate experience within the field (DarlingHammond, 2010). Clinical types of field experiences allow preservice teachers the
opportunity to work in classrooms, reflect upon these experiences, and continue to learn
pedagogy simultaneously (Darling-Hammond, 2010; Kaufman & Ireland, 2016).
Providing high-quality field experiences has proven to be a challenge over the course
of the past few decades due to changes in policy, lack of resources such as adequate financial
support and providing the necessary time to participate in beneficial field experiences, and
difficulty finding and maintaining relationships with effective mentor teachers and partnering
school districts, especially in rural areas (Ashley, 2016; Cochran-Smith, 2012; DarlingHammond, 2010; Moore & Sampson, 2008; Singh, 2017; The Holmes Group, 1986;
Zubrzycki, 2017). Because of these challenges, it is imperative that the coursework and field
experiences of preservice teachers are high in quality to produce high quality teachers (Stein
& Stein, 2016). There has been a shift in thinking at the national level, which has created
more policy directed at teaching and teacher preparation programs, calling for a more
centralized system for our teacher education programs and higher admission requirements for
preservice teacher candidates entering such programs (Ashley, 2016; Cochran-Smith et al.,
2017; Darling-Hammond, 2010) which could standardize curriculum and coursework and
field experience requirements for preservice teachers but may or may not offer autonomy to
teacher preparation programs to offer regionally-specific experiences that could benefit rural
areas and other areas which experience difficulty in recruiting and retaining new teachers
(Trinidad et al., 2011). Furthermore, Sleeter (2014) posited that more research could be done
to discover the impact of the teacher education experiences on student achievement. This
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research could offer more insight on what further policies and potential changes to
programming could be done to improve teacher preparation programs.
One of the issues currently facing our teacher preparation programs to fully prepare
our preservice teachers for a successful first year of teaching is the general lack of time
(Darling-Hammond, 2005; Klenk, 2015). Field experiences are built into already full course
loads for preservice teachers. While some countries have moved toward adding an additional,
or fifth year, of teacher preparation programs, most of United States teacher preparation
programs have refrained from doing this in order to not increase the time or financial
responsibility that would come with this additional year of enrollment (Scherer, 2012; The
Holmes Group, 1986). To accommodate the need for additional learning opportunities in the
field and adequate induction into teaching, universities have developed Master’s programs
that encompass continued coursework on teaching and learning, as well as pairing novice
teachers with veteran mentors (Carr & Evans, 2006). These programs, like preservice teacher
preparation programs under the same auspices, build relationships with neighboring school
districts.
Effective teacher preparation programs and the relationships they hold with
neighboring school districts, particularly in rural areas, assist in providing preservice teachers
adequate experiences while bolstering the teacher pipeline in these areas (Monk, 2007).
Cooperating teachers have a primary focus on teaching their students full-time. Due to limited
funding for college/university teacher preparation programs, there are minimal stipends
provided to cooperating teachers who take on the responsibility of mentoring preservice
teachers. The cooperating teacher is tasked with not only teaching their students but also
mentoring the preservice teacher and conducting evaluations of his/her performance.
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While the preservice teachers in many teacher preparation programs have a
cooperating teacher and university supervisor, the building principal is left out of the equation
and is not invited to be part of the observation and feedback process to help guide the
preservice teacher (Klenk, 2015; Tracz et al., 2018; Varrati et al., 2009). Unproductive schooluniversity partnerships and the absence of the principal in these programs and experiences
could mean unsuccessful matches between preservice teachers and cooperating teachers, as
the building principal knows the strengths and weaknesses of their staff and could assist in
intentionally building solid, collegial relationships between their staff and the preservice
teachers (Fletcher Nettleton & Barnett, 2016). Building these connections and professional
relationships among staff and preservice teachers while allowing them to experience a
positive and encouraging school culture provides the preservice teachers the opportunity to
learn and grow in a collaborative environment, developing a stronger self-efficacy prior to
entering the profession (Fletcher Nettleton & Barnett, 2016; Youngs, 2007).
Despite the research and progress in redesigning teacher preparation programs, many
key factors are still missing. Many preservice teachers reference feeling unprepared in
multiple areas upon entering their student teaching experience (Chelsey & Jordan, 2012;
Cochran-Smith, 2012). These areas include the following: behavior management systems,
positively motivating students (particularly reluctant learners), designing and utilizing
formative and summative assessments and analyzing data from such assessments (Chelsey &
Jordan, 2012; Locraft Cuddapah & Spratley Burtin, 2012), and meeting the requests and
demands of all stakeholders, including parents, administrators, and colleagues (CochranSmith, 2012). While they develop and teach lessons in methods courses, these lessons are
often taught to program classmates and do not fully simulate K-12 classroom experiences and
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nuances (Chelsey & Jordan, 2012). Preservice teachers have a need and desire to experience
teaching lessons to real school-age students, for whom they have designed their lessons,
instead of their cohort members to fully understand and prepare for the challenges that come
with classroom management, planning, and teaching (Chesley & Jordan, 2012; Locraft
Cuddapah & Spratley Burtin, 2012).
From traditional models where preservice teachers are placed in an observational
setting, an internship setting, and finally a 12- to 16-week student teaching placement or a
year-long residency model and placement within a Professional Development School, a
variety of preservice teaching experiences are available during which preservice teachers gain
experience observing classrooms, planning for and teaching small group and whole group
lessons, and practicing classroom management skills and strategies (Darling-Hammond, 2003;
Ingersoll et al., 2012). Over the past few decades, teacher preparation programs have
developed more clinically based experiences that imbed a multitude of diverse experiences to
provide preservice teachers a well-rounded, experience-based program from which to
transition into the teaching profession (Alexander, 2019; Mueller & File, 2015). Schooluniversity partnerships offer preservice teachers a great deal of these types of learning
opportunities not only through the field experiences and course work but also through
opportunities that arise through the natural progression of the preservice teachers becoming
part of the school culture during a typical school year (Quesenberry et al., 2018).
In addition to traditional teacher preparation experiences and those found during yearlong residency placements and experiences within Professional Development Schools,
alternative certification routes to teaching also exist (Zhang & Zeller, 2016). While these
certification programs offer a faster route to teaching in a classroom, critics point out that
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these programs often lack adequate pedagogical work and field experience during which
preservice teachers gain valuable training within real-world school settings (Ingersoll et al.,
2012; Zhang & Zeller, 2016). This lack of training and adequate preparation lead to lower
self-efficacy once in the trenches of first and second-year teaching, which leads to greater
teacher attrition (Zhang & Zeller, 2016). While the large variety in experiences still exists, the
common question surrounding these experiences is which type of experience most effectively
prepares preservice teachers for their role as educators? In 1986, The Holmes Group called on
teacher preparation programs, encouraging them to be rigorous in coursework, field
experiences, and general expectations to ensure the proper development of our nation’s
teachers. However, in a longitudinal study comparing teacher attrition rates and teacher
preparation routes, Zhang and Zeller (2016) discovered that some researchers argue traditional
teacher preparation programs require vast amounts of unnecessary coursework, while other
researchers discovered that alternative certification routes do not provide enough time for
preservice teachers to develop a strong degree of self-efficacy, pedagogical knowledge and
skills, and understanding of child development and classroom management prior to becoming
novice teachers (Barley, 2009; Darling-Hammond et al., 2002; Ingersoll et al., 2012; Locraft
Cuddapah & Sprately Burtin, 2012; Podolsky et al., 2019). Alternative certification programs
are not as effective as providing robust experiences with emphasis on pedagogy, student
teaching experiences, and other critical aspects of teacher preparation (Darling-Hammond et
al., 2002; Greenlee & Brown, 2009; Ingersoll et al., 2012; Podolsky et al., 2019; Zhang &
Zeller, 2016). Locraft Cuddapah and Spratley Burtin (2012) discussed concerns about
alternative certification programs, explaining preservice teachers who participate in these
programs often do not have enough time within supervised field experiences and overall
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duration of the program compared to traditional models to gain enough skill and confidence
from the program to be as successful as possible.
Novice teachers, those certified teachers with less than five years of teaching
experience, who earn certification through alternative routes tend to feel less prepared than
novice teachers who receive preparation through traditional models (Darling-Hammond et al.,
2002; Ingersoll et al., 2012). Alternative certification programs often lack experiences and
training in the organization and logistics of classroom set-up, experiences learning from
veterans and experts in these logistics and effective teaching strategies, opportunities and time
for reflection, and guidance in managing time, resources, and expectations (Locraft Cuddapah
& Spratley Burtin, 2012). While alternative certification programs may alleviate the shortterm concerns of teacher recruitment and placement issues in hard to staff areas, if these
teachers are not fully prepared for the profession or lack self-efficacy regarding their teaching
abilities, the retention issues plaguing these areas may continue as these teachers fail to
experience success and choose to leave the profession (Ingersoll et al., 2012; Podolsky et al.,
2019).
Self-efficacy and Teacher Recruitment and Retention
Because teaching is such an intellectually and emotionally demanding job with what
The Holmes Group (1986) reports as “modest material rewards” (p. 15), it is imperative that
teachers are given a variety of opportunities to stretch themselves, grow, and learn more about
their profession through training and professional development opportunities. With one source
of self-efficacy coming from mastery experiences, preservice teachers and novice teachers
need the opportunity to feed their enthusiasm, learning and implementing best practices
garnered from these professional growth opportunities (Gamborg et al., 2018; Hoy & Spero,
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2005; Kaufman & Ireland, 2016). The type of student teaching experience, as well as other
experiences preservice teachers have within the school setting, can help preservice teachers
determine whether or not they will stay in the school setting as a professional educator or
leave the profession all together, as well as determine what type of school settings they would
prefer and how flexible they are willing to be regarding their location: rural, suburban, urban,
etc. (Goff & Bruecker, 2017; Varrati et al., 2009; Zubrzycki, 2018). Additionally, according
to Boyd et al. (2003), novice teachers tend to return to their hometowns or college towns
when seeking their first teaching positions. Ingersoll (2012) stated that the number of certified
teachers available were outpacing student enrollment numbers, which means there are enough
teachers in the pipeline but that they must be recruited to rural and difficult to staff areas to
work toward meeting all needs in all areas.
Teacher Recruitment and Retention in Rural Areas
Many factors play into the concern regarding teacher recruitment and retention,
especially in rural areas. While one of these factors is low pay, which hinders recruitment and
retention efforts, another key factor is that of lack of license reciprocity among states
(Darling-Hammond, 2001; South Dakota Blue Ribbon Task Force, 2015). Lack of license
reciprocity posts invisible fences along state lines, making it more difficult for states to recruit
teachers from neighboring states. Establishing parameters in which to allow license
reciprocity, especially in rural areas, may create a deeper candidate pool for some states and
districts, which may provide more high-quality candidates for their students (Podolsky et al.,
2019).
In South Dakota, the Blue Ribbon Task Force (2015) explained that one concern in the
state is preparing enough teachers to replace those who are aging out of the profession due to
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retirements and those leaving the profession all together (p. 14). Grow your own programs,
such as Educators Rising, work to combat this issue. However, as Darling-Hammond (2001)
emphasized, the problem does not end when we have enough teachers in the pipeline.
According to Darling-Hammond (2001), “keeping the teachers we prepare” is the largest
challenge and has been a continual issue since the 1990s (pp. 7-8). Gamborg et al. (2018)
stated that around 50% of novice teachers leave the profession within the first five years, so
keeping these teachers in the profession is a valid concern. Multi-year induction programs that
involve mentoring and participation within the school community can increase the novice
teachers’ self-efficacy, thus increasing the likelihood they will stay within the field and at that
school (Clark, 2012; Gamborg et al., 2018; Hoy & Spero, 2005; Ingersoll, 2012; Voss &
Kunter, 2020; Youngs, 2007).
Recruitment
Challenges. A plethora of challenges exist when recruiting teachers to rural areas
including a lack of physical resources and social connections (Barley, 2009; Zubrzycki,
2017), lack of appropriate and affordable housing (Zubrzycki, 2017), distance from urban
areas (Barley, 2009), and lower salaries compared to those in urban areas (Berry & Gravelle,
2013; Curtin, 2018; Zubrzycki, 2017). Compounding the various challenges that exist in
recruiting new teachers to rural areas, Boyd et al. (2003) and Monk (2007) pointed out that
most teachers return to their hometowns or colleges’ towns and do not stray too far away from
these areas when seeking their first teaching positions. Therefore, if these teachers are not
from rural areas and only return to where they grew up or attended college, the challenge of
recruiting them grows. To help combat this issue along state lines, Podolsky et al. (2019)
recommended that license reciprocity be established, which could lead to teachers obtaining
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teaching positions close to their hometowns or college areas but crossing state lines. As the
Blue Ribbon Task Force (2015) expressed, the lack of license reciprocity across state lines
makes it additionally challenging for South Dakota districts which border other states to
recruit teachers from these areas.
Strategies. As a result of the hometown draw (Boyd et al., 2003; Monk, 2007) some
rural districts have chosen to “grow their own” teachers by offering high school courses and
programs to provide students interested in careers within the field of education intentional
opportunities to assist in K-12 classrooms within the district (Curtin, 2018; Gagnon &
Mattingly, 2015; Zubrzycki, 2017). This type of program allows these prospective teachers to
gain valuable insight and information about the career prior to entering a university-based
teacher preparation program. Like these “grow your own” models, Indigenous Roots
programs and paraprofessional pipeline programs turn to Native American students and
community members in predominately Native communities and paraprofessionals who are
staff in K-12 schools (Barley, 2009). These programs allow these individuals to seek
certification to boost the teacher pipeline within those regions.
Beyond the scope of novice teachers’ hometowns, recruitment efforts occur through a
variety of other means. Painter et al. (2013) explained that school districts and school leaders
utilize a multitude of available methods including print newspaper and online platforms
(newspaper sites, district websites, social media platforms, etc.) to tell the story of their
districts and attempt to recruit new teachers to their communities. Attending job fairs and
inviting community members to help sell the school district and its community to prospective
teachers is another way school leaders spread the word of district staffing needs. At job fairs
and similar events, school leaders distribute recruitment materials to remind candidates of the
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positions available and important and compelling aspects of the district and community
(DeFeo & Tran, 2019; Painter et al, 2013). Curtin (2018) described situations in some rural
districts where word of mouth is used as the primary recruitment strategy. In states such as
Alaska, however, word of mouth can be challenging to depend upon in recruiting teachers
who are not originally from the area and lack knowledge of remote rural living and teaching.
As a result, some superintendents find it necessary and valuable to fly potential candidates
into the community to show them housing options, community benefits, and overall
community life prior to the candidates beginning their teaching positions within the district
(DeFeo & Tran, 2019).
The Blue Ribbon Task Force Report (2015) emphasized the need for financial
commitment from the state of South Dakota in investing into teacher recruitment by providing
monetary recruitment efforts in the form of higher teacher salaries, a statewide mentoring
program, and funding of National Board Certification for teachers who wish to pursue the
distinction. Additional research shows that financial incentives such as signing bonuses,
reimbursement and encouragement for graduate studies and National Board Certification, and
loan forgiveness programs assist in recruiting teachers to school districts who offer such
benefits (Boe et. al, 2008; Boyd et. al, 2003; Greenlee & Brown, 2009; Painter et. al, 2013).
Retention
Challenges. Once teachers have been hired into rural teaching positions, the challenge
regarding novice teacher employment in these rural areas does not end. Instead, this challenge
shifts in focus from hiring these teachers to retaining them. Teacher attrition occurs within all
ranges of teacher experience; however, some studies show that attrition among novice
teachers can occur in up to 40-50% of individuals within the first five years of their
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experience (Ingersoll, 2012; Ingersoll et al., 2018; Whalen et al., 2019). While some attrition in
teaching staff may benefit the teachers themselves, the school’s culture, and their students’
academic performance, due to low teacher performance (Ingersoll & Strong, 2011), teacher
attrition is costly to districts (Brown & Wynn, 2007; Darling-Hammond, 2003; Greenlee &
Brown, 2009; Plunkett & Dyson, 2011; Podolsky et al., 2019; Zhang & Zeller, 2016).
Rondfelt et al. (2013) found that “though there may be cases where turnover is actually
helpful to student achievement, on average, it is harmful” (p. 18). Additionally, funds used in
areas for continual rehiring and retraining of positions opened due to early attrition could be
utilized for and dedicated to other areas within the school to ensure higher student
achievement (Darling-Hammond, 2003). Furthermore, turnover tends to affect smaller or
more rural schools differently than larger or more urban-centered schools and not always at a
direct financial cost. For example, when a science teacher leaves a rural school, that could
mean the entire science department leaves the school since in these settings, one teacher could
teach multiple courses within one department; whereas, in a larger school setting, if one
science teacher leaves, it means there are, at times, many other science teachers to help
mentor the science teacher’s replacement or fill in gaps of teaching responsibilities while a
replacement is found (Beesley et al., 2010; Greenlee & Brown, 2009).
Migration to other schools or districts also causes teacher attrition. The reasons for this
movement include high student achievement and/or less disciplinary issues in other schools,
higher salary level (Podolsky et al., 2019; Zubrzycki, 2017), and larger student body or staff,
particularly when moving from rural to nonrural areas (Beesley et al., 2010). Other reasons
for teacher attrition include teachers leaving for higher paying careers (Zubrzycki, 2017) and
misalignment of experiences and expectations in terms of teacher preparation and the
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demands of their experiences their first few years causing frustration and burnout (Voss &
Kunter, 2020). As Gagnon and Mattingly (2015) emphasized, there is no one-size-fits-all
approach to staffing rural schools and retaining the teachers within these districts. Because of
this, Gagnon and Mattingly (2015) go on to explain how all states vary in how they prepare
preservice teachers to live and teach within rural settings.
Strategies. Gagnon and Mattingly (2015) emphasized that various types of recruitment
and retention strategies tend to fall into the four categories of growing your own types of
programs to bolster the teacher pipeline particularly in these rural areas, establishing
communities of practice within schools and school districts, offering financial incentives, and
building capacity within the novice teachers. While a variety of strategies for retaining
teachers exists, it is important to narrow the focus to those strategies which impact retention
rates of novice rural teachers. To retain more teachers for longer periods of their careers
within rural areas, preparing novice teachers for the prospect of living and teaching within
rural communities can provide these teachers with a realistic sense of the challenges they may
encounter in these environments (Goff & Bruecker, 2007). Researchers also suggest
developing comprehensive induction programs which include solid mentoring pairings with
experienced teachers that span multiple years instead of just the first year of a novice
teacher’s career and intentional professional development opportunities for novice teachers
spanning more than the first year of teaching (Boe et al., 2008; Gamborg et al., 2018; Ingersoll,
2012; Ingersoll & Strong, 2011; Voss & Kunter, 2020). This can be challenging in rural areas
due to limited resources, smaller staffs, and staff members who do not teach within their field
of study, so schools and districts must often rely on neighboring districts or technology-based
opportunities for their novice teachers to participate in mentoring and professional growth
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opportunities (Gagnon & Mattingly, 2015). Additionally, increasing teacher salaries (Boe et
al., 2008; Zhang & Zeller, 2016), providing additional benefits for professional growth
(Brown & Wynn, 2007; Podolsky et al., 2019), improving working conditions (DarlingHammond, 2003), and building capacity and communities of practices within teaching staff
(Gagnon & Mattingly, 2015) have the potential to keep novice teachers teaching longer.
Specific to rural areas, preparing preservice teachers in a way in which they can gain
experiences with rural living and education, giving them a perspective of potential challenges
and benefits to living and teaching in these areas has improved the retention of these teachers
(Richards, 2012; Trinidad et al., 2011). Life in rural areas sometimes provides challenges such
as lack of appropriate and affordable housing for novice teachers moving to the community
and lack of funding with which to pay higher salaries. As such, some Colorado school
districts and South Dakota reservation schools have begun building tiny homes and other
housing options specifically for use by the teaching staff while others are considering use of
mostly vacant vacation homes to house teachers during the school year (Red Cloud Indian
School, 2021; Zubrzycki, 2017).
Zhang & Zeller (2016) noted that working conditions in higher need schools could
bear a heavier burden on teachers than those conditions in schools that do not experience high
poverty levels among students and other needs and that many novice teachers are not
adequately prepared for such conditions. Additionally, Berry and Gravelle (2013) found that
special education teachers in rural schools find it challenging to meet their students’
behavioral and emotional needs due to the limited resources available. This, coupled with the
professional isolation these teachers feel in rural schools, make the working conditions
tougher for these teachers (Berry & Gravelle, 2013). Working conditions found in difficult to
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staff schools can alter the perception of these schools by prospective teachers and make it
even more difficult for school leaders in these schools to recruit teachers (Brown & Wynn,
2007). According to Hanushek and Rivkin (2007), these working conditions include
administrative support, physical and emotional safety, and commute distance and time each
day. The perceptions of these working conditions can be in line with student characteristics
and behavior (Hanushek & Rivkin, 2007), where more difficult behaviors and the challenges
brought about by these behaviors can reduce working conditions for the teaching staff. While
rural schools tend to contain smaller class sizes, which could impact student behaviors and
other factors that affect working conditions, they are also more likely to employ novice
teachers (Gagnon & Mattingly, 2015). Other working conditions, such as those attributed to
holding multiple responsibilities and roles within the school, contribute to the difficulty to fill
positions within rural schools.
A recent study by the Regional Educational Laboratory Northwest (Yoon et al., 2019)
found almost one-third of Montana teachers hold more than one role within their school
system. This percentage was closer to thirty-six percent of teachers in rural-remote areas of
Montana (Yoon et al., 2019). Given rural districts are more likely to hire novice teachers, it is
imperative these novice teachers experience support and guidance if they are to stay in the
profession and continue to grow as educators (Darling-Hammond, 2003), especially given that
resources available in smaller, more rural districts may not be as robust as those in larger
districts (Monk, 2007). Some of the responsibility and work to meet student needs may then
fall upon novice teachers who are not prepared or equipped to meet such needs (DarlingHammond, 2003; Gagnon & Mattingly, 2015). Because rural communities often experience
large amounts of poverty and other needs related to aging populations, job loss, and distance
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from larger, more concentrated communities with greater resources (Monk, 2007), the schools
and teachers within these communities can experience greater stress in attempting to provide
necessary resources and opportunities to the students in their care (Greenlee & Brown, 2009).
Addressing these issues in the community, and therefore, the working conditions related to
them in the schools can have a positive impact on teacher retention within those districts
(Hanushek & Rivkin, 2007). Furthermore, salaries in rural districts are lower than those in
other areas, which makes it difficult to retain these teachers (Hanushek & Rivkin, 2007).
Improving working conditions in addition to increasing these salaries should then increase
teacher retention rates (Boe et al., 2008).
Gagnon and Mattingly (2015) emphasized, among other strategies, that school leaders
could increase teacher retention rates by creating communities of practice within which staff
can continue to learn and grow within their profession. In rural communities, this could be
more challenging due to limited numbers of staff members; however, utilizing online methods
to connect staff to other teachers is a possibility (Monk, 2007). Additionally, developing
professional learning communities within which all staff, regardless of grade level or content
area, can share ideas, collaborate to utilize more effective instructional strategies and
practices, and reflect upon their practice builds strong relationships from which novice
teachers can garner support within their professional environment (Brown & Wynn, 2007;
Cochran-Smith, 2012; DuFour & Mattos, 2013; Gagnon & Mattingly, 2015; Tracz et al.,
2018).
Building capacity within individuals and collectively among school staff allows
teachers’ voices to be heard through decision making regarding student discipline,
instructional practices, and general school vision (Gagnon & Mattingly, 2015; Ingersoll et al.,
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2018). In this respect, capacity building is worth the time and attention needed from school
leaders as the result is higher teacher retention rates (Gagnon & Mattingly, 2015). While
contribution to staff capacity building and overall school culture is typically a focal point
regarding teachers already on staff, this process can occur with preservice teachers. The
methods by which this occurs remains unclear as the role and responsibility a building
principal has not been researched in depth within the context of preservice teachers’ field
experiences. Many times, building principals tend to serve as the liaison between the
university’s field experience office and the staff serving in a cooperating teacher role.
Building principals’ direct involvement does not typically occur with the preservice teachers
themselves but instead serves as an organizer for cooperating teacher matching, professional
development event planning, and other opportunities within the field experience context
(Scherer, 2012). However, when a building principal enters the field experience context as
another influential mentor and coach, the preservice teachers have another resource at their
fingertips with which to better their practice, develop their craft, establish professional
relationships, and increase their self-efficacy (Fletcher Nettleton & Barnett, 2016). A building
principal, serving as a transformational leader within their school building, who engages in
preservice teachers’ experiences provides these individuals the opportunity to encounter a
positive, collaborative school (Klenk, 2015). This has the potential to act as a recruitment
strategy as the preservice teachers experience supportive and encouraging colleague and
administrative relationships in a familiar school setting.
Building capacity and efficacy within individual staff members leads to building
communities of practice, which Gagnon and Mattingly (2015) discussed as one effective
teacher retention strategy. These communities of practice can lead to collective efficacy,
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which is a shared belief of the level of effort, effectiveness, and responsibility for student
achievement among the staff (Nordick et al., 2019). In school buildings where collective
efficacy exists within the staff, a shared vision of leadership exists, where teachers are invited
to share ideas, take risks, and assist in the decision-making experience (Derrington & Angelle,
2013). Within this type of environment, a positive, productive school culture designed to
focus on student achievement exists, which leads to all staff members participating in learning
opportunities for students and collectively believing they, as a group, could make a difference
for the students (Derrington & Angelle, 2013; The Wallace Foundation, 2010). Research
shows that school culture potentially impacts the novice teachers’ experiences at their school
sites, and this relates to how the principals within these buildings have shaped this school
culture and the degree to which novice teachers have been adequately inducted into this
culture (Tracz et al., 2018). A school’s culture sets the tone for the overall collegiality,
support, and collective responsibility in student learning, which directly impacts the resiliency
and self-efficacy of its teachers (Le Cornu, 2013).
A consistent topic within research regarding teacher retention is that of improving
administrators’ leadership skills to provide more effective support and instructional coaching
for novice teachers (Woestman & Wasonga, 2015; Zhang & Zeller, 2016). This type of
improvement could come from more in-depth preparation programs, comprehensive
internships, and other methods to ensure administrators gain adequate skills to support staff in
the multitude of challenges they face in the classroom (Ingersoll et al., 2018; Woestman &
Wasonga, 2015).
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Principals’ Role within Teacher Retention
In their final report to the Wallace Foundation, Seashore Louis, Leithwood, and their
colleagues (2010) explained that two functions of leadership exist: providing direction and
exercising influence. These two functions allow school leaders to provide clarity and express
vision while influencing decisions made and best practices in teaching and learning carried
out at the school and classroom levels. According to the results of the report, school
leadership plays a vital role in the degree of student learning that takes place in the classroom,
as it contributes to a multitude of factors which mold the environment in which student
learning takes place. Because student achievement is at the center of school functions, teacher
retention and the harm that teacher turnover can have on these functions is an important issue
to actively address (Ronfeldt et al., 2011).
Lack of administrative support is mentioned as a top reason for teacher attrition,
particularly in novice teachers, and even more specifically within those teachers in difficult to
staff areas or placements (Hughes et al., 2015); however, the principal’s role and level of
engagement within teacher preparation programs is rarely mentioned and has not been fully
discussed or investigated (Fletcher Nettleton & Barnett, 2016). Researchers have
acknowledged the concern that retention and development of new teachers through
appropriately designed induction programs, with built-in supports, would aid in boosting
overall teacher retention (Chelsey & Jordan, 2012; Clark, 2012; Gamborg et al., 2018;
Ingersoll, 2012; Voss & Kunter, 2020). Yet, there is a lack of research and acknowledgement
of the role of the building principal within the context of teacher preparation programs
(Fletcher Nettleton & Barnett, 2016; Klenk, 2015). If preservice teachers are not interacting
with and building a professional relationship with the building administrator during their
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preservice teaching field experiences, they may not understand these relationships, how to ask
for help, or seek support from these individuals. Developing these relationships not only
assists the teacher, but it can also serve as a recruitment tool for building and district leaders.
Mehdinezhad and Mansouri (2016) indicate that various leadership behaviors and
qualities, such as charisma, influence with the school, broad vision for the school,
commitment to and passion in the field, and trying to achieve school goals, help in increasing
teacher self-efficacy. What is not specified, however, in this study or others like it which have
compared leadership style and behavior surveys to the Teachers’ Sense of Self-Efficacy Scale,
is what effect, if any, these types of leadership behaviors and qualities have on the preservice
teachers or novice teachers within these principals’ buildings (Hoy & Spero, 2005).
Transformational leadership permeates the school, influencing others to continually reflect
and make improvements upon practice within the classroom (Day et al., 2016), and such
influence could establish a positive, welcoming, and productive school culture in which
novice teachers thrive through community and trust building among staff members
(Wahlstrom & Seashore Louis, 2008).
According to Le Cornu (2013), in schools where principals have developed and
nurtured positive, supportive relationships with staff and created a culture of shared vision
and responsibility, novice teachers grew and gained resiliency in their teaching practices.
When new teachers thrive and feel supported, they are more likely to continue within their
careers. Developing trust with building principals early on within, and even prior to, their
career establishes the professional relationship as one of growth and development in the best
interest of the teachers and their students (Range et al., 2013). This can be done through
participation in teacher preparation programs through observations, learning walks, and
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deliberate conversations with preservice teachers, particularly if these experiences are
occurring within intentionally designed Professional Development Schools and other schooluniversity partnerships that help foster these relationships (Ashley, 2016; Darling-Hammond
et. al, 2002; Tracz et al., 2018).
Some school leaders, such as those in rural remote areas of Alaska, begin the
recruitment and hiring process by building relationships between prospective teachers and
community members through job fairs and other community gatherings (DeFeo & Tran,
2019). These community members play a vital role in introducing these teachers to
community values and culture while also assisting school leaders in determining whether the
prospective teachers are the best fit for the community (DeFeo & Tran, 2019). The
relationships developed between the new teachers and these community members can prove
helpful in retaining these teachers through the first few years of their teaching career, as they
build another layer of support within the community for the novice teachers (DeFeo & Tran,
2019; Ingersoll & Strong, 2011).
Beyond building relationships within the community, building principals and other
school leaders have the responsibility for helping new teachers forge professional and
working relationships with other teachers that can offer mentoring and communities of
support in the school setting throughout these first few formative years of the novice teachers’
careers (DeAngelis et al., 2013; Gagnon & Mattingly, 2015; Ingersoll & Strong, 2011). In
rural areas, however, this can prove to be difficult due to limited numbers of staff members,
staff members with similar workloads and fields of study, and distance between districts, so
school leaders need to provide online opportunities for these connects to occur and flourish, as
well as allow access to state-sponsored mentoring programs, such as the statewide mentoring
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program in South Dakota and other opportunities for professional growth and development in
the form of attendance to conferences or workshops and membership within professional
organizations (Monk, 2007; South Dakota Blue Ribbon Task Force, 2015).
The principal’s role in teacher retention includes providing adequate support with
challenging situations, whether it be general workload, student behaviors and discipline, or
parent concerns (Arnett, 2017; Brown & Wynn, 2007; Brown & Wynn, 2009; Ingersoll, 2012;
Prather-Jones, 2011). As Hughes et. al (2015) suggested, principals who acknowledge that
teaching is difficult work and put forth effort in cultivating and maintaining a positive,
productive culture through effective communication and support retain more teachers for
longer periods of time. This support, coupled with strong instructional leadership and
articulated shared vision, not only builds individual teachers’ self-efficacy levels, but also
paves the way for collective efficacy to take hold within a school (Ingersoll et. al, 2018).
The degree of administrator support received during their teaching career continues to
appear in many studies as one of the reasons why teachers either choose to leave a building or
district or leave the profession all together (Darling-Hammond, 2003; Shaw & Newton, 2014;
South Dakota Blue Ribbon Task Force, 2015; Watkins, 2005). While individual personalities
and relationship development can affect the degree to which a teacher feels as though his/her
administrator is supportive, more attention should be paid to the area of cultivating
distinguished school leaders so they are more capable of assisting with the issue of teacher
retention (Hughes et al., 2015; Shaw & Newton, 2014). Adding more opportunities in
leadership development among building principals and other district administrators could take
“lack of administrator support” off the list of reasons why teachers leave their buildings, the
district, and the profession (Zhang & Zeller, 2016).
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Many responsibilities of building principals are not set as priorities by the principals
themselves. Time for coaching, mentoring, and establishing and maintaining positive
professional relationships with the staff may fall by the wayside due to the responsibilities of
instructional leadership, staff evaluations, district-level meetings, etc. At times, the
managerial duties of the building principal can take priority over the transformational
activities (Waldron et al., 2011); however, the balance between the two types of activities
ensure that all school operations are effectively managed, and appropriate supports are in
place for staff and students (Day et al., 2016). Managing each of the duties of a principal is
extremely time consuming, particularly when every task to complete and layer of support
given by a building principal is considered important. If principals spend time attending to all
administrative tasks with which they are charged, this means there is less time available for
instructional leadership and building capacity among the staff (Hughes et al., 2015). As
Marzano et. al (2005) state, “whether a school operates effectively or not increases or
decreases a student’s chance of academic success” (p. 3). School operations, and therefore
student academic success from this standpoint, fall on the building principal.
Additionally, a primary focus of novice teacher retention lies within adequate
induction programs (Youngs, 2007). Comprehensive induction programs for novice teachers
include several components such as multiple meetings with mentors, review of district or
building routines, procedures, and expectations, and lesson observations followed up with
specific feedback regarding instructional strategies, all of which work together to establish a
solid support system, continual learning and training opportunities, and multiple avenues
through which novice teachers can seek out and receive the support needed to experience
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success during the first few years of their careers (Brown & Wynn, 2007; Gamborg et al.,
2018; Ingersoll, 2012; Ingersoll & Strong, 2011).
Principals’ knowledge, support, and devotion to properly paired mentor-mentee
relationships for new teachers and the time given for these relationships to develop and
become collaborative provide the catalyst for positive early experiences (Arnett, 2017;
Youngs, 2007). Depending on a principal’s leadership style, a principal’s leadership and level
of engagement could have the ability to transform a preservice teacher’s experience, which
could positively alter the course of the candidate’s career, therefore positively impacting
hundreds or thousands of future students and colleagues. As Burns (1978) states, “The
transforming leader recognizes and exploits an existing need or demand of a potential
follower. But, beyond that, the transforming leader looks for potential motives in followers,
seeks to satisfy higher needs, and engages the full person of the follower” (p. 4). An effective
transformational administrator sees and meets the professional needs within the teachers and
staff members in their building and expands their experiences, which can then extend to the
novice teachers and preservice teachers within the building as well (Day et al., 2016).
Depending on preservice teachers’ and novice teachers’ previous K-12 schooling
experience their beliefs regarding a building principal’s role, duties, availability, level of
support and other characteristics can be quite different. Bodycott et al. (2001) studied the
development of mental constructs which establish certain beliefs regarding certain topics or
experiences, such as preservice teachers’ or novice teachers’ beliefs about building principals.
These beliefs are developed based on a variety of life experiences and knowledge bases. The
findings indicate that professional versions of these beliefs are developed from these personal
life experiences, and one belief held by most of the participants is that effective building
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principals are engaged and participate in the daily operations of the school (Bodycott et. al,
2001). While this information is important in looking at how preservice teachers and novice
teachers view principals, it offers the question: do preservice teachers and novice teachers see
this within their preservice teaching or early career experiences? Or is this view solely based
on their experiences as a K-12 student?
Developing resilience in the face of challenging situations during the first few years of
teaching can be done when proper relationships and connections are established. While these
relationships can range from those with peers to those with students, relationships with their
building principal are also significant and identified as one of the top three relationships key
in developing resilience and a strong sense of self-efficacy within new teachers (Le Cornu,
2013). These programs go beyond familiarizing a novice teacher with building or district
policies and, instead, provide these beginning professionals regular opportunities to meet with a
qualified mentor, engage in professional learning opportunities, develop individual relationships
with colleagues, and offer many opportunities for reflection (Reitman & Karge, 2019).
Further Research
Support/Criticism
Some researchers assert there is not a national teacher shortage as much as there is a
lack of true recruitment efforts in difficult to staff locales and retention in these areas once
teachers are employed (Boe et al., 2008; Curtin, 2018; Goff & Bruecker, 2017). Therefore,
diving into the thoughts and experiences of novice teachers in a rural state will provide a solid
foundation on which to establish effective strategies to recruit, hire, and retain teachers in
hard to staff locations and schools. Additionally, some research shows there is only a locale
issue when it comes to teacher recruitment and retention, where some areas are seeing high
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numbers of preservice teachers enrolled and graduating from teacher preparation programs
with a limited quantity of available teaching positions (Aragon, 2016; Boe et al., 2008).
Alternatively, in other areas, there are not enough preservice teachers entering and graduating
from teacher preparation programs to keep up with the number of open positions due to
attrition and migration (Zubrzycki, 2017). While there are differing views on the total available
teachers in supply, the fact remains that certain practices exist that successfully recruit and retain
new teachers while supporting these novice teachers in their new careers (Boe et al., 2008).
Gaps in research
Much of the work researching teacher retention rates and the factors which influence
this decision have been done on a national scale instead of a specific region or includes all
teachers despite level of experience, with little focus to the strategies for recruitment and
retention of novice teachers. Much of this research is quantitative in nature and leaves out the
novice teachers’ perspectives of what they need to be successful (Prather-Jones, 2011).
Furthermore, since little research has been done regarding this area within the state of South
Dakota, limited information is available referring to specific factors that play a direct role in
novice teachers’ decisions to stay within the teaching field and the communities in which they
have begun their teaching careers in the state. Additionally, no statewide data system
regarding contextual factors that contribute to teacher retention and attrition exists in South
Dakota (Curtin, 2018; South Dakota Blue Ribbon Task Force, 2015). While researching
contextual factors and how various variables impact the decision to continue teaching is a
start, much more can be done to research and evaluate the novice teachers’ perception of these
factors and how these factors contribute to this decision. As Painter et al. (2013) explained,
“Understanding what new teachers seek in a teaching position could enable school districts to
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target their recruitment strategies more effectively, but there is little research to guide these
efforts” (p. 108).
Conclusion
This review of literature covered several areas relating to the recruitment and retention
of novice teachers within a rural state. The introduction explored the topics of teacher
development, teacher retention, and teacher recruitment. A historical perspective of teacher
recruitment and retention was shared in the second section of this chapter while the third
section developed the theoretical framework of self-efficacy as an important lens through
which the researcher viewed the topic of teacher recruitment and retention. The fourth section
discussed the significance of teacher preparation programs in teacher retention and
recruitment. The chapter continued by exploring teacher recruitment and retention within rural
areas and the influencing factors on teacher recruitment and retention. The chapter concluded
with information regarding support for this research and the gaps that continue to exist in the
realm of teacher recruitment and retention in rural and remote rural areas.
In the next chapter, the research design for this study will be presented. The research
design and rationale for use, methods of data collection, the participants, the methods of data
analysis, and the researcher’s background will be discussed.
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Chapter 3
Methodology
Chapter 3 is focused on the purpose of the study, the research questions, a synopsis of the
procedures and tools used to review the literature summarized in Chapter 2, and the methods
which were used to conduct this qualitative study, including participants of the study, research
procedures, data collection, and data analysis procedures.
Purpose of the Study
The purpose of this study was to explore and articulate the essence of novice teachers’
lived experiences within South Dakota as well as to describe contextual factors which may
impact these novice teachers’ retention and migration decisions. The results of this study could
potentially guide building administrators and district leaders, as well as state policymakers and
other stakeholders, in recruiting and retaining novice teachers by providing an opportunity to
understand the importance of contextual factors on novice teachers. In addition, teacher
educators in the state’s teacher preparation programs may find the results of this study helpful in
assisting preservice teachers when developing and building skills and relationships during their
preservice field experiences. This study could benefit school districts and their communities by
retaining teachers and experiencing the benefits of consistency in staff rather than continual
attrition and migration of school staff. The discoveries of this study may also benefit new
teachers by providing an avenue through which novice teacher support is designed and improved
upon in the future. Novice teachers’ students may potentially see the benefits of the results of
this study by providing these novice teachers with a voice with which to connect to during these
formative years of their career, as well as providing incoming preservice teachers with the
necessary skills to become proficient educators sooner within their careers.
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Research Questions
The following research questions guided this qualitative study:
1. What is the lived experience of novice teachers in a rural state?
2. In what contexts are these experiences situated?
Research Design Rationale
Qualitative research methods were selected for this study because they allow for
exploration of lived experiences, detailed explanations of such experiences, and an exploration of
the contexts of those experiences, all of which stretch beyond the scope of quantitative methods
(Creswell & Poth, 2018). Qualitative research methods also allow participant voices to be lifted
and empowered to more deeply understand the personal experiences and contexts in which those
experiences take place (Creswell & Poth, 2018). According to Moustakas (1994),
phenomenology “involves a return to experience in order to obtain comprehensive descriptions
that provide the basis for a reflective structural analysis that portrays the essences of the
experience” (p. 13). Therefore, a phenomenological approach to answering these research
questions allowed the participants the opportunity to describe their lived experiences within the
phenomena of being a novice teacher in a rural, rural fringe, or rural remote community and
school district, some of which are comprised of two or more consolidated communities, and
provide a perspective that will allow others outside of this experience the opportunity to hear the
voice of these participants. Additionally, a phenomenological approach provided the participants
in the study the opportunity to construct and make meaning of this novice teaching experience
within a rural district (Creswell & Poth, 2018; Moustakas, 1994). The social contexts and
dynamics that exist within these rural communities may affect how these new teachers interact
with the professional and social circles in these areas, so a phenomenological approach to
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answering the above research questions gave the novice teachers involved in the study the
opportunity to make meaning of their common experiences.
Transcendental phenomenology seeks to discover and define meaning of a particular
phenomenon and understand its essence through the participants’ lived experiences and
explanations of the phenomenon (Moustakas, 1994). Therefore, a transcendental
phenomenological qualitative research design was chosen for this study to gain insight regarding
novice teachers’ lived experiences in a rural setting, as well as to discover and explain contextual
factors and their influence on novice teachers’ decisions regarding the future of their careers
while describing these teachers’ full experiences. The transcendental phenomenological
approach was applied to provide stakeholders a textural and structural description of these
experiences to understand the unique needs of novice teachers better and more fully within a
rural state and the distinctive experiences they face. These unique experiences include but are not
limited to isolation from colleagues (Ingersoll, 2012) for a variety of reasons such as being the
only or one of few teachers with specific certification areas (DeFeo & Tran, 2019), being a
member of a small staff and small community (Monk, 2007), and having minimal access to
additional resources for students such as special education services and English language learner
services (Monk, 2007).
Utilizing the preceding methodology allowed voices from novice teachers in South
Dakota to rise to the forefront and provide school leaders the opportunities to develop strategies
to recruit and retain novice teachers in their rural schools and districts. This study sought to
describe the novice teachers’ perspectives and experiences from within the state. The study was
designed to explain these experiences, the contextual factors affecting their decisions to stay in
the teaching profession, their current districts, and the state, as well as the novice teachers’
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perceptions of these factors by providing a textural description of these lived experiences and the
context of these experiences through a structural description in their own words.
Role of the Researcher
Past Experiences
I began my teaching career in a small, rural school where two communities were
consolidated into one school district and students in grades preK-12 were housed in one building,
which was similar in size and other demographics to the school district in which I received my
elementary and secondary education and felt comfortable to me. I believe this helped me find
success that first year of teaching and provided opportunities during which I could build
confidence in myself as an educator. The community in which I began my teaching career was
involved in a variety of ways throughout the district, and school-related activities (i.e. - athletic
events, concerts, Homecoming) were community-wide events. As a new teacher, I was
connected to people within the community through such events, and our staff worked closely
together due to the physical arrangement of the school. Some of my extended family members
(aunts, uncles, and cousins) lived in the community, and as a result, I began my teaching career
already familiar with the district, community, and many of the families. Knowing and becoming
familiar with the community and its stakeholders was one less obstacle I faced as a new teacher.
Upon graduating with my Bachelor’s degree in elementary education, I enrolled in The
University of South Dakota’s Professional Development Center (PDC) program, where I
completed my Master’s Degree while teaching full-time. This program provided a mentor who
assisted me throughout that first year of teaching. The mentor was the K-12 school counselor in
the school where I began teaching, and she was assigned one other new teacher to assist and
support throughout the school year. The PDC program provided a multitude of training
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opportunities throughout the summer leading up to my first year of teaching and during that first
year, where my mentor and I learned alongside each other about best practices in teaching,
developing positive professional relationships, and addressing the role of observation and
reflection in decision making. These skills and the relationships I developed as a result helped
me navigate the unfamiliar waters of teaching, communicating with parents and colleagues,
developing relationships with students, and establishing a culture for learning in my first
classroom.
Current Role
As a former elementary and middle school teacher, I had the opportunity to teach in a
variety of school districts across eastern South Dakota. I taught for 12 years (three at the
elementary level and nine at the middle school level) prior to moving into administration, and at
the time of this dissertation, I am an elementary principal in the northeastern region of the state.
Due to my current role as an administrator, my view of teacher recruitment and retention is
different than it was as a novice teacher. I now have a much broader perspective of the needs of
all teachers, as well as the overall needs of a school community.
My interests in this specific topic involving novice teacher retention in South Dakota and
which contextual factors may play a role in these teachers’ decisions to stay in their position,
leave the profession, or migrate to another school not only comes from my personal experiences
as a novice teacher and knowing the challenges facing these teachers each day, but also stems
from my role as an administrator in recruiting and retaining novice teachers within my
elementary school and our school district. These challenges include learning the dynamics and
culture of the school they teach in, limited experiential knowledge base of strategies to meet
student needs, limited resources (financial, classroom materials, professional connections), and
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limited support systems (administration, colleagues, social circles, and family). Understanding
the story behind these teachers’ decisions to stay or leave, the explanation of the factors that play
a role in these decisions, and the overall essence of the lived experiences of novice teachers
within rural districts in our state could provide me a better idea of the types of supports novice
teachers need.
Given my previous and current experiences, I knew that I may carry certain biases into
this research study. These biases included but were not limited to my beliefs regarding how
novice teachers should be treated by their colleagues, administrators, students, and students’
families, my personal experiences with my own previous administrators and the level of support
I felt I did or did not receive from them, and expectations of novice teachers from my own
teaching experience and my more current experience as a school administrator. To address these
potential biases, I bracketed these experiences and journaled (see Appendix B) throughout the
process to explain connections and emotions felt throughout the research and interview processes
to set this reflection aside during the data collection period (Amankwaa, 2016; Creswell & Poth,
2018). It was imperative that as the researcher who once may have had similar experiences, I set
these personal experiences aside to allow the participants’ experiences and descriptions of these
experiences speak for themselves to tell the story of this lived, common experience of these
novice rural teachers (Moustakas, 1994).
Participants
Population
The target population consisted of novice teachers across South Dakota within their first
five years of teaching. This population contained novice teachers from rural school settings, as
well as a variety of other contextual factors including school size, school type (public or private),
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level of school (elementary, secondary, or K-12), and the distance of their school site to a major
urban area within the state.
Sample
The sample for this study was selected utilizing a purposeful criterion sampling, where
each of the participants met the criteria of having five years or less of teaching experience within
South Dakota state in rural, rural fringe, or rural remote school districts until ten to 15 novice
teachers had been interviewed. According to the U. S. Census Bureau (2016), ‘rural’ is defined
as an area with a population of less than 2,500 people. The National Center for Education
Statistics (2018) described rural fringe areas as those areas less than or equal to 5 miles from an
urbanized area or less than or equal to 2.5 miles from an urban cluster, while rural remote areas
are defined as areas more than 25 miles from an urbanized area and more than 10 miles from an
urban cluster.
Creswell and Poth (2018) emphasized that the goal within phenomenological research is
not to generalize the results of the study to a larger population but to instead provide an in-depth
description of a phenomenon experienced; therefore, a sample size of approximately ten
participants is sufficient for the study. To request participation, emails were sent out to district
superintendents across the state to seek permission for teachers within their districts to
participate in the study and ask for contact information of individuals who fit the criteria. A
request was made that these administrators not choose who is asked to participate, which could
skew the results and findings by limiting the range of participants and the description of their
unique experiences within the study.
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Demographic Information of Participants
There were 11 participants in the study — three male and eight female. Most of the
participants were white. All participants were in their first five years of teaching and, at the time
of the interviews, were teaching within a rural district within South Dakota. The content area and
grade levels of the participants varied, as did the number of years of teaching experience each
participant had. Two participants were special education teachers (one grades 9-12, one grades
K-6), two were fine arts teachers (one K-12 art, one 5-12 music), three were middle school
teachers, two were high school teachers, and two were elementary teachers.
Site Selection
This study was set within South Dakota across a range of school sizes and types. The
state houses 150 public K-12 school districts, 47 non-public school systems, 19 tribal/BIE
schools, and one state school (South Dakota Department of Education, 2020). More specifically,
the study focused on novice teachers and their perspectives on the contextual factors that may
impact their decision to stay within their school/district and the profession given the rural
communities in which they teach and remote teaching experiences some of them may face.
Novice teachers were selected for participation in this study from rural, rural fringe, and rural
remote communities and school districts. The Sioux Falls and Rapid City School Districts were
left out of the study due to their size, while the Aberdeen School District was left out of the study
due to the researcher’s administrative role within the school district.
Data Collection and Analysis
With the researcher being the primary data collection instrument in a qualitative study
utilizing participant interviews (Shenton, 2004), it is critical to acknowledge that these interviews
allow the participants’ voices to be heard but also to note that during the interviews, an
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imbalance of power can exist and developing trust between the researcher and participants is an
integral part of a successful interview process (Kvale, 2006). As such, challenges exist within
qualitative interviews, as conducting the interviews can be time consuming and interviewer and
interviewee subtleties can impact the interviewees’ behaviors during the interview process
(Creswell & Poth, 2018; Kvale, 2006). Creating this trusting relationship and providing
opportunities for participants to ask clarifying questions during the interview process and
involving the participants in the analysis process through member checking is imperative in
receiving accurate responses and drawing proper conclusions (Creswell & Miller, 2000; Hycner,
1985).
Semi-structured interviews consisted of demographic questions and contextual questions,
along with open-ended questions pertaining to the novice teachers’ experiences and future career
plans (specifically those involving migration, retention, or attrition) and the deciding contextual
factors for these plans. Questions regarding the novice teachers’ reflections upon their
experiences and the learning they have experienced were also asked. An interview protocol
detailing the process by which interviews were conducted can be found in Appendix A. This
interview protocol contained the list of open-ended questions which were asked of each
participant, as well as a space for making notes and recording participants’ basic demographic
information, such as name (if the participant was willing to share it), identification number
associated with the participant, school, and district/community classification (i.e., rural, rural
fringe, rural remote). Notes written during the interviews included nonverbal communication
observed by the researcher.
The interviews were held through video conferencing via Zoom. The interviews were
recorded through audio recording with a digital audio recorder for transcription purposes. During

54
the interviews through Zoom, the researcher made notes regarding non-verbal communication
from the participants throughout the interview process. The application Temi transcribed the
interviews. The participants were reminded of the recording and given the opportunity to leave
the study at any time, as was also explained within the informed consent at the beginning of the
study.
Data Analysis Procedures
After transcription of the interviews was complete, the researcher began the data analysis
process by thoroughly reading the transcriptions multiple times to reflect upon the interviews and
explore the words, phrases, and overall themes expressed by the participants (Creswell & Poth,
2018). From this point, the researcher examined the interviews looking for units of meaning and
clusters of these units (Hycner, 1985). As these units and clusters emerged, the researcher
discovered themes that existed throughout the interviews and across participants that may have
pointed to any contextual factors which may play a role in novice teachers’ experiences and
future career decisions. This then led the researcher to the development of the textural and
structural description of the novice teachers’ experiences in their rural teaching positions
(Moustakas, 1994). Theme discovery was accomplished using a coding method where the
researcher began by creating a digital matrix containing a variety of repeated and relevant words
and phrases from the participants and then moving toward a frequency chart as themes began to
emerge. The frequency chart showed how often statements were made relating to a specific
theme. As suggested by Creswell and Poth (2018), a short list of no more than 25 to 30 coding
categories was developed during the analysis. Once all interviews were reviewed and analyzed,
the frequency chart created displayed the various themes existing in the participants’ responses.
Throughout the analysis process, memoing and annotation of the transcripts was utilized as a
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reflective and analytical method where the researcher made note of the emerging and various
ideas, phrases, and other concepts (Creswell & Poth, 2018).
Trustworthiness in the design was then established through member checking, which
provided the participants the opportunity to clarify any data drawn from the interviews (Creswell
& Miller, 2000; Hycner, 1985). Upon reviewing and analyzing each of the interviews separately
then collectively and discovering themes, the researcher wrote a summary of the interview
findings and emailed this to the participants. The participants validated the findings of the
interviews by agreeing that the themes aligned with their experiences as novice teachers in South
Dakota. The researcher then modified the summary and adjusted the information within the
matrix for overall study analysis. A frequency chart was developed where the quotes supporting
each theme were added into the chart and counted to check for frequency of such quotes. When
displayed in this manner, the frequency chart showed saturation had been reached since
sufficient supporting evidence and the richness of these quotes were present within the data. The
frequency chart with a complete list of themes, frequency of quotes supporting the themes, and
the list of direct quotes can be found in Appendix C. Appendix B? A more detailed review of
the techniques utilized to establish trustworthiness is explained in the following section.
Trustworthiness Techniques
While trustworthiness in quantitative research is focused on external and internal validity,
reliability, and generalizability (Shenton, 2004), trustworthiness within qualitative research
pertains to the degree to which the research explores and explains the participants’ lived
experiences (Creswell & Poth, 2018; Shenton, 2004). The essence of human experiences and
providing an avenue with which to describe these experiences is at the core of qualitative
research where assumptions and interpretations build toward inquiry of these experiences and the
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meanings ascribed by those encountering the events (Creswell & Poth, 2018). Trustworthiness
was established within this study by recognizing and employing many of the guidelines provided
by Shenton (2004), as well as other key qualitative researchers.
Credibility. Credibility in qualitative research designs is imperative in ensuring the
researcher is accurately and descriptively reporting the participants’ perceptions of the
phenomena (Amankwaa, 2016; Shenton, 2004). A wide range of strategies can be employed to
build the credibility of the researcher and design study. To develop credibility for the purposes of
this study, the researcher began by reviewing previous findings related to the topic (Shenton,
2004). From there, credibility was established by promoting honesty among the participants
through the development of a trusting relationship between researcher and participants. This
began by reminding the participants of the option of withdrawing from the study at any point,
which was stated in the informed consent agreed upon by all participants, to emphasize the need
for honesty and open communication between the researcher and participants (Shenton, 2004).
The researcher began to develop a trusting and productive relationship sharing biographical
information about herself with these individuals and clarifying the purpose of the study and the
role the participants played (Shenton, 2004). Statements regarding the researcher’s background
and qualifications were shared during establishment of a trusting relationship, as well as within
the request for participation prior to beginning the interviews.
Additionally, debriefing sessions between the researcher and her dissertation chair
occurred on a regular basis before, during, and after the interviews to acknowledge any potential
issues that may develop throughout the process (Marshall & Rossman, 2006; Shenton, 2004).
Sharing the researcher’s reflections during the process through journaling added to the credibility
of the study by continuing to bracket the researcher’s own experiences, as did member checks
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upon completion of the interview period. Member checks involved the participants by seeking
their views of the findings and interpretations. The researcher sent a summary and brief analysis
of the themes to the participants via email, which gave the participants the ability to review and
extend the interview findings (Marshall & Rossman, 2006; Shenton, 2004). From all these
avenues and methods, the development of a thick description of the phenomena was utilized to
enhance the credibility of the study (Shenton, 2004).
Transferability. Transferability, where individuals experiencing a similar phenomenon
can relate to and connect with the findings of this study, must be addressed within qualitative
studies. While generalizability of the findings is not the goal within a qualitative study,
transferability may still occur as the reader connects their own experiences to those of the study’s
participants (Shenton, 2004). A “thick description” of the studied phenomenon and the context in
which it is embedded is imperative for readers of the study to determine their understanding of
the context and how they best feel it compares with situations and phenomenon they face
(Shenton, 2004, p. 70). This level of description allows the reader of the study to transfer what
they are reading to other settings and experiences, from there determining whether this
information is applicable to such experiences (Creswell, 2007).
The thick description of the novice teachers’ lived experiences established transferability
of this study and was developed through the analysis and interpretation of the participants’
interviews. Member checks added to this description by promoting the participants’ voices. This
description also included information regarding the textural and structural aspects of the novice
teachers’ experiences, giving readers a solid explanation of the context in which these
experiences took place.
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Dependability. Dependability, focused on the extent to which the study could be
repeated using the same methods, was established by offering a detailed explanation of the
research design and methods utilized in the study, providing specific details outlining data
collection during interviews and member checks, and presenting a reflection of the effectiveness
of research methods in fully addressing the research questions and describing the participants’
lived experiences (Shenton, 2004). The research design and methods, including the data
collection, were expressed in Chapter 3, while the researcher’s reflective journal was added in
the Appendix as Appendix B. Since the lived experiences of novice teachers could change with
changing contexts and other factors within the field of education and other aspects of these
experiences, it was imperative that a full description and explanation on the research methods
and researcher’s reflections be expressed (Marshall & Rossman, 2006).
Confirmability. Confirmability, which allows others to view inferences and
interpretations made by the researcher within the study in a more transparent manner (Marshall
& Rossman, 2006), was enhanced in this study in three ways, as outlined by Shenton (2004). By
bracketing her experiences and explaining how these experiences have shaped her views and
assumptions, the researcher has acknowledged potential researcher bias as an elementary
principal who has previous experience as a novice teacher in South Dakota. Analysis was
completed by another coder, which confirmed the researcher’s themes with minor differences in
definition of the themes. Additionally, potential flaws and shortcomings of the research design
were identified and explained within the Limitations and Assumptions section of Chapter 3.
Finally, an audit trail was developed and provided to add transparency to the process and
increase the integrity of the results of the study. In qualitative research, an audit trail is a
document or compilation of documents that allows the researcher or others to retrace the steps
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and processes by which the researcher developed their findings (Creswell & Poth, 2018). The
audit trail for this study consisted of chronological reflective research journal entries, interviews,
transcription of the interviews, and coding and analytic activities.
Limitations and Assumptions of the Design
Limitations
One potential limitation of this study included the potential for a small sample size
available for the phenomenological study. While the intent was to interview 10-15 participants, it
was difficult to predict how many novice teachers in rural areas of the state may agree to
participate. Another possible limitation is participants’ self-reporting of data during the semistructured interviews. During interview-based studies, trustworthiness and understanding
between the researcher and participants is essential for honest and open self-reporting of the
novice teachers’ experiences to occur.
Assumptions
It was assumed that all participants understood their role within the study, their ability to
leave the study at any time, and any potential risk factors of their involvement within the study.
It was assumed that all participants clearly understood the directions and questions within the
study and that participants trusted the researcher and were honest when self-reporting during the
interviews. Given the researcher’s role as an elementary school principal within the rural state
the study took place, it was acknowledged that all participants were aware of this, and it was
assumed this had no bearing on their responses. The researcher made this information available
to the participants and emphasized to them that their participation in the study was anonymous.
The researcher understood and acknowledged that any correlation that may exist between the
preservice teachers’ experiences, their perception of their self-efficacy, and the contextual factors
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that exist within their experiences did not mean that the experiences themselves cause the
relationship between these variables.
Ethical Considerations
The Institutional Review Board (IRB) of the University of South Dakota granted
permission for the researcher to conduct the study. There were no risks involved in participating
in the study. Informed consent was obtained from all participants, and they could leave the study
at any point in time. Included in the informed consent was a statement regarding the participants’
right to ask questions and contact the researcher with any questions or concerns regarding the
study. No participants were compensated for their involvement in the study. Participants were
told of the researcher’s role as an elementary school principal within the state. The researcher
had no involvement in the participants’ teaching experiences, teacher evaluations, or school
communities, which limited the researcher’s bias toward the participants’ involvement in the
study. Confidentiality was maintained by utilizing anonymity during the analysis process through
providing an identification number for each participant (T1, T2, T3, and so on). The semistructured interviews utilized in data collection were set up on a volunteer basis, and no
participants were required to identify themselves with their names or other identifying
information during these sessions. The participants were reminded during the consent stage that
names or email addresses would be displayed when they log into Zoom, so they had the option of
changing this so that their name did not appear. During the study, only the researcher and her
dissertation chair possessed access to the recordings of the interviews. Upon full completion of
the study, all audio and video recordings were deleted.
To maintain privacy of all participants and keep the data gained from the data collection
within the study, all interviews and other information pertinent to the study were stored on a
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password-protected computer in a locked filing cabinet. For the interviews conducted via Zoom,
the interview sessions were password-protected so that only the researcher and the participant
could join the meeting. Only the researcher had access to the identifying information, which was
deleted upon completion of the study.
Conclusion
This chapter began with an introduction of the guiding methodology for discovering the
influence of the teaching experiences and the contextual factors within these experiences on
novice teachers’ potential for retention within South Dakota. The researcher provided an
overview of this site selection. The study identified its sample population through purposeful
criterion sampling. Through a descriptive phenomenological study as the research design, the
researcher identified the data collection and analysis process to address the research questions of
the study. In addition, the researcher’s biographical information and all ethical considerations for
the study were identified and explained. This chapter concluded with an organizational plan for
presenting results and a review with the ethical procedures for the study. The findings of the
study are detailed in the forthcoming chapter.
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Chapter 4
Results
Introduction
This chapter provides the results from the data analysis of the eleven interviews
conducted for this phenomenological study regarding novice teachers’ experiences in South
Dakota. The findings and respective quotes supporting these findings are presented within the
chapter. A frequency chart, listing each theme, frequency of supporting quotes for each theme,
and the direct quotes supporting the themes, can be found in Appendix C.
Thematic Analysis
Seven predominant themes emerged from the analysis of data obtained from coding and
clustering the interviews with rural novice teachers in South Dakota: (a) preparedness for rural
teaching and/or living, (b) sense of belonging in the school and community, (c) motivation to
stay in or leave the profession or state, (d) impact of administrator support on teacher selfefficacy, (e) impact of colleague support on teacher self-efficacy, (f) impact of mentoring and/or
induction program on teacher self-efficacy and (g) local contextual factors. These areas
demonstrated importance in the novice teachers’ experiences and the relationships and
connections built within these first few years of teaching while providing an in-depth description
of the phenomenon, allowing those not experiencing this to better understand the phenomenon.
Textural Description
According to Creswell and Poth (2018), a textural description of the phenomenon
explains what the participants in the study experienced during the phenomenon. Through this
study, the participants expressed encountering varying levels of preparedness, sense of
belonging, support, recruitment efforts, and motivation to remain teaching in the district or state
during their first teaching experiences.
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Preparedness for Rural Teaching and/or Living. Participants conveyed different
feelings of preparedness for living, teaching, or both, in a rural setting. Out of the 11 participants,
nine mentioned some level of preparedness either for rural teaching or rural living based on their
personal background of growing up in a rural community, attending a rural school, or completing
their field experiences such as student teaching in rural areas during their undergraduate studies.
Participant six explained, “You know, because that’s what I went to school in was a very small
school setting. And so, I just know, from my personal experience, like the relationships that I
made with my teachers growing up, I wanted that same thing for my students. And so I think I’ve
always wanted to stay in a rural school.” Connecting to Boyd et. al’s findings (2003) that
teachers tend to stay near their hometowns, participant eight shared, “But then what drew me to
this district was one, it’s my hometown, and two, the population of the district.” The population
the participant was referring to was demographic makeup of the student body, specifically
referring to the percentage of students for whom English is another language. This intrigued the
participant in terms of having the opportunity to impact students in a multitude of ways while
learning about other cultures. As participant three stated, referencing the benefits to students in
rural or smaller districts, “So being part of that [student involvement in many activities] was
appealing to me. Like, I wasn’t afraid of going to a smaller school, even though I didn’t have a
lot of experience there. But my prior experiences in being able to be involved and supported in a
lot of different ways was something that I was excited about trying out while I was here.”
These personal experiences allowed the novice teachers to feel prepared in the rural
schools in which they began teaching by understanding the interactions, involvements, and other
qualities of small schools and communities. This level of preparedness gave these novice
teachers a head-start in teaching within a rural school; however, not all participants had this
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understanding. Referring to the lack of familiarity or understanding that those without specific
rural experiences have, participant ten shared, “Small town South Dakota is something else.”
This participant had been willing to take the risk to live and teach in a rural community, without
specific rural experiences, knowing she had the option to leave if things did not go well during
her first year.
Sense of Belonging in the School and Community. Sense of belonging in the school
and community emerged as a textural theme from novice teachers expressing either feeling alone
or not feeling alone during their experiences. Sense of belonging refers to the teachers’ comfort
in their environment and community to the degree that they feel as though they are part of
something bigger than their individual roles. This could be their grade level team, their school
community or culture, or the community at large. This sense of belonging, in turn, impacted their
overall rural teaching experiences in a positive manner by providing them a sense of comfort or
in a negative manner by making them feel isolated during a time when they needed and could
greatly benefit from a solid support system. Out of the 11 participants in the study, seven
reported on the sense of belonging they experienced within their teaching experiences and how
this has affected their self-efficacy. Participant ten shared, “I think with everything that's
happened and all the parents coming to me, kids coming to me, it's really a positive
reinforcement making me want to stay here because I know that I'm appreciated in the area that
I'm at.” She then went on to say, “I think the number one [factor influencing the decision to stay
teaching in South Dakota] would be the social context. I really love the people here.” Likewise,
participant five expressed the feeling of belonging as a feeling of being cared for, “Like if your
car breaks down, they're gonna take care of you. So that has been actually huge in me staying
and me feeling safe and me having, you know, success as a teacher, I'd say.”
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While some novice teachers expressed a sense of belonging within their school or
community, others did not echo this feeling. Participant one shared, “We’re siloed, you know,
into our little worlds. And it’s just hard. It makes communication, accountability, and
transparency hard, and it makes backbiting and all that easy.” Participant two explained, “But
also, with [the veteran teachers] all being pretty close, and they’re all quite a bit older, have quite
a bit more experience than I do in teaching. So, sometimes I don’t really know where my place is
yet. Especially since I’ve only been there half a year and they all have established relationships,
and I’m still kind of working on that.” Similarly, participant seven stated, “I feel a lot of my
coworkers, they grew up together almost they grew up in this community, so they have past
relationships, and they know other members in the community. And, so, they understand this
social context and coming in, I feel like I’m naïve to that.” Participant seven continued, “I don’t
know how people are supposed to act or behave.” These instances left the participants feeling
unsure of who to turn to when days at school or in the community became difficult or when
challenging situations at school involving students, parents, colleagues, or administrators arose.
Because some relationships between staff members and community members, such as those
identified by participant seven, were established prior to the novice teachers being hired, the
novice teachers felt like outsiders at times, instead of valuable, albeit new or younger, members
of the team.
Impact of Administrators’ Support on Novice Teacher Self-efficacy. In addition to a
potential reason for novice teachers to leave their district, the profession, or the state, the impact
of administrators’ classroom management support, provision of adequate resources, a positive
school culture, and intentional development of professional relationships throughout the school
and community was critical for teacher self-efficacy. Out of the 11 participants, all 11
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commented on their building or district leadership and the impact of that administrator’s support
on their self-efficacy as a novice teacher. Many of the participants shared the positive impact
their administrators’ support has on their self-efficacy. Participant one shared, “Our lead
here…She’s amazing and doesn’t get anything in return. She’s kind of modeled that selfless,
like, we’re just here for the kids and whatever we can do for each other is a bonus. That’s been
great.” This participant went on to share, “Like I’ve never felt more confident. Probably because
my boss right now is, like, ‘man, he’s doing this and he’s good at the behavior side…And, she
got me to believe it and now I’m actually becoming pretty good at it.” Participant three
commented, “There are so many days that our superintendent/principal stops down after school,
especially right as I was starting. And he would just check in once a week and some days we’d
sit there after school for an hour and chat just about anything that I’m experiencing or going on
and answering any questions. So that means a lot.” Participant six reported, “Our building
principal has been amazing. Like, there’s some weird stuff that happened this year, and the
support that they actually gave me was pretty awesome.” Participant nine shared, “Our principal
this year is good support. She’ll tell me kind of what to do if I have a behavior question.” These
instances of positive verbal praise, providing appropriate feedback regarding instructional and
behavior/discipline strategies, and general support make a positive difference in the self-efficacy
of novice teachers.
Alternatively, some participants expressed negative impacts their administrators’
interactions (or lack thereof) have had on their self-efficacy. Participant eight explained her
experience with two different types of administrators within her first two years. This participant
worked with each of these participants in two different rural schools. The first principal
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described was her principal at the time of the interview, while the second description was her
principal during her first year of teaching:
Administratively, I’ve had two different, very different administrators that I’ve worked
under. One that was very supportive and personal. She knew a lot about my personal life.
She had a good relationship with me, would ask me, ‘what are your plans for the
weekend?’, would know where I’m going in the summer, what my summer plans are.
And I felt very more…it was easier to approach her, and I felt like she had my back, like
I could go to her, she – I could trust her. She was there to support me as a professional
educator. And then I’ve also worked for an administrator who shuts down every single
idea that is brought to her, makes rude, snarky comments, and doesn’t even realize it.
And she feels the exact opposite. It’s very unapproachable. Most of the staff wasn’t on
board with what she was doing, so that made for a lot more of that negative talk, and it, it
affected the culture, I think of the school, and just like the teachers in the building.
Participant three shared, “My self-efficacy when I’m talking to them or after these
conversations comes in, like, I’m at a loss for how to fix [the problem being experienced]…And
so that’s where sometimes I get a little lost in how to fix it, especially if they don’t know as
well.” Participant four expressed, “Our administrators, especially at the high school, are very
hands-off. They allow you to teach your class the way that you want to teach a class and cover
what you want to cover.” This participant goes on to share, “They can pop in and do their
evaluations and everything. And their main goal is graduation, which they push hard on us.”
Participant eight expressed, “I don’t feel that I always have the support.” Participant 11 shared
that during the interview process the administration seemed supportive of her program but then
explained, “Other than that, I mean, like the principals are pretty supportive and everything, but I
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just don’t have as much interaction with them.” Participant 11 further explained, “I mean
obviously there were evaluations, but sometimes I think maybe it would have been useful to have
slightly more of a presence…So, you know, just dropping by maybe every once in a while and
just see how things are going. It’s not like that never happened, but it was just kind of rare.”
When novice teachers are unsure of what to do or how to do it and are not provided valuable,
intentional feedback regarding these situations, they continue to falter in making appropriate
decisions related to instruction and discipline within their classrooms. As this pattern continues
and the novice teachers face additional challenges, their self-efficacy decreases. Combine this
with feelings of isolation and lack of preparation for their role or life in the rural community, and
their motivation to stay in the school or district decreases as well.
Impact of Colleague Support on Novice Teachers’ Self-efficacy. Beyond
administrators’ support, the impact of colleague support on novice teachers’ self-efficacy was
noted. Another staff member to vent to appeared as a significant theme within the interviews.
Out of the 11 participants in the study, ten of the participants mentioned and reflected upon the
impact of their colleagues’ support and its impact on the participants’ self-efficacy; however, this
theme had the highest frequency of supporting quotes of all the themes, and overall, the quotes
were more positive in nature compared to those quotes supporting the other themes. Individuals
living in South Dakota, like other states in the region, tend to behave in a manner that falls under
the umbrella of “Midwest Nice”; however, the statements made by these novice teachers point
more to intentional and inclusive support of novice teachers in these schools. Such support
includes but is not limited to sharing resources, sharing ideas, providing feedback and assistance
in specific situations such as classroom management or parent communication, and invitations to
community or social functions. Participant three stated, “That’s extremely meaningful to have so
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many colleagues that are there cheering you on.” Participant four shared, “I’ve had a lot of help
from pretty much all the teachers in my department. They’ve all given me ideas. I bounced ideas
off of them. They’ve said, ‘Well, I’ve tried something like this and that really didn’t work.”
Participant five commented, “My team picked me up, you know, I had teachers next door that
were constantly checking in on me.” Participant eight shared, “The biggest support I’ve had have
come from other teachers.” Participant ten expanded this support to more than just other teachers
in her building or district and shared, “I definitely have a good support group. Couple of ag
teacher friends in the area, we usually meet up every month or so. We’ll complain, we whine –
but, you know, it’s a good release. I also have a little teacher friend group here – just helps it
out.” Having these colleagues to fall back on and seek support from not only increases a novice
teacher’s sense of belonging in these rural school districts, but it also increases their self-efficacy
when dealing with future situations.
As expressed in these participants’ explanations and experiences, the support from
individual staff members is helpful in increasing novice teacher self-efficacy through the
guidance and advice shared; however, support from multiple staff members or specific teams of
staff members stands out in many of their experiences as a positive influence on their selfefficacy. This support does not just occur by happenstance but is instead intentionally manicured
by the building leader to develop and grow collective efficacy among the staff, including novice
teachers (Ingersoll et al., 2018). Collective efficacy in these schools embodies the values and
beliefs held and shared by the staff as a large group (Sudha et al., 2016). This shared vision and
trust in each other helps build relationships between staff members, allowing them the
opportunity to lean in on each other, demonstrating leadership and showing support to one
another along the way.
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Motivation to Stay. Some participants explained a motivation to stay teaching in their
current district or South Dakota or expressed what types of events might make them leave the
state or profession. Out of the 11 participants, nine shared what specific qualities or experiences
that motivate them to stay teaching in South Dakota. When asked where the participants see
themselves in five years, many commented that they plan to stay in South Dakota while a few
referenced their specific district.
Participant six explained, “I love the state and so I can’t really imagine teaching
anywhere else anyways, but the relationships I’ve made [in my current district] are definitely the
ones that make me, make me want to stay.” Participant two shared, “I see myself still in the
district that I’m in now [in five years] because it’s close to home and that’s where I like to be.”
Participant three added to this by saying, “I grew up in South Dakota and so this is just a place I
knew I wanted to be. I don’t really have an interest in being anywhere bigger.” Participant seven
stated, ‘You know, there’s really no reasons to leave. There’s a lot of reasons to stay, but none
really to leave.” These statements emphasize the continual need for development of intentional
and meaningful relationships within the first few years of teaching, as well as purposeful
experiences during preservice studies to ensure that preservice teachers are prepared for and
understand rural living and teaching. Some of these experiences could certainly come from
grow-your-own program experiences.
While many of the participants explained why they want to stay teaching in South
Dakota, a few participants described situations that may make them consider leaving. For some
participants, life and family circumstances, such as their spouse’s job moving them out of state
or moving to be closer to home, contribute to their decision not to stay in South Dakota.
Participant four explained why he is leaving South Dakota by sharing, “I'm kind of in a unique
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situation. So like I said, my wife's a doctor and she actually is going to be doing fellowship next
year in Iowa. So we're actually moving to Iowa. Not, not because I wanted to get out of here and
wanted to move away from teaching in South Dakota. I actually enjoy teaching in South Dakota
in our school district.” Similarly, participant ten reported, “I'll either still be here or else I see
myself teaching in Iowa, because that is where my boyfriend lives. I don't know if there would
be a position opening up there or not.” Participant six described, “I think if administration put a
target on my back, I mean, I don't know. I, I really struggle to think that they would do that
because I liked the changes that are happening. But that might be a situation where I don’t know
if I could stay.” Also, regarding administration, participant eight explained, “I don't want to go
anywhere else, but if I have negative experiences with administrators and I want to leave that
school, or I want to do something about it and if nothing happens and that would make me want
to leave, but with that being said, too, I'm not one to just get up and leave and like quit
something.”
Structural Description
According to Creswell and Poth (2018), a structural description of a phenomenon
explains how or in what context(s) participants experience the phenomenon. Informal and formal
evaluations and other discussions with administrators and colleagues, structured mentoring and
induction programs, and other localized contextual factors are crucial to how novice teachers in
the study expressed the varying levels of preparedness, belonging, support, and motivation
experienced within their first few years of teaching experience.
Novice teachers experienced levels of support through direct contact and interactions by
colleagues and administrators. As described in the previous section, some participants reported
feeling high levels of support, such as participant nine, who reported, “Our principal this year is
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a good support. She'll tell me kind of what to do if I have like a behavior question or whatever.”
However, others felt as though they did not receive appropriate levels of support, as specific
conversations and feedback were left out of interactions. This was the case for participant five
who shared, “I didn't really learn, you know, if a student is just grossly misbehaving, like what
am I supposed to do? You know, I send them down there and they kind of came back. So I feel
like that way I wasn't really supported.” While the area of support was the same for these two
participants in that they need to understand how to appropriately handle behavior issues in their
classrooms, the method by which this support is felt is different. Participant nine experienced
direct conversations and feedback regarding these issues where participant five did not.
Impact of Mentoring & Induction Programs on Self-Efficacy. The impact of
mentoring and induction programs within the first few years of a novice teacher’s career also
appeared as a theme within the study. Out of the 11 participants, five of them commented on the
impact of district or state-level mentoring or induction programs and their effect on the novice
teachers’ self-efficacy levels. As defined in Chapter 1, a difference exists between mentoring
programs and induction programs, where induction programs exist to share specific information
pertaining to the daily operations, policies, and expectations of the school with novice teachers,
and mentoring programs serve to pair a novice teacher with a veteran teacher to provide support
and opportunities for skill development for the improvement of the novice teachers’ teaching
practices. South Dakota provides a state-level mentoring program, where current or retired
teachers are trained and paid to provide support to novice teachers. These mentors and the novice
teachers they are paired with work together for two years, while the mentors observe and assist
in the novice teachers’ classrooms, providing advice, support, and resources to improve the
novice teachers’ practices.
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Differing experiences with induction and mentoring programs met the participants of the
study, but those who experienced high-quality, comprehensive programs made note of the
importance these programs had on their sense of belonging and increased self-efficacy while
teaching. As participant eight shared, “I would say a mentoring program – that was probably the
most beneficial aspects to my first two beginning years of teaching is having a mentor there. In
my first district, I had a district mentor and a building mentor, and both were extremely
beneficial.” This participant went on to describe that her district mentor showed her around the
building and was able to assist with district curriculum information, while her state mentor
provided suggestions on how to handle situations with administrators and colleagues and
observed her instruction, providing specific feedback to instructional and classroom management
strategies. Both mentors were helpful in their roles and added to her overall feeling of selfefficacy as a novice teacher. Participant 11 shared a similar experience, saying, “And I think
especially the mentoring really helped. That’s probably had the biggest influence out of all of
them. [My mentor’s] been really supportive.” This participant leaned on her mentor for
assistance with teaching multiple grade levels, classroom organization and procedures, and
handling situations with students and parents. Likewise, participant six commented, “I was really
lucky to be in the mentor program, in the South Dakota teacher mentoring program, and my
mentor was amazing.”
While these programs clearly make a difference to some, in other areas these programs
have room to improve. Participant nine shared, “Well, I know new teacher mentoring is a thing
the state has, but our district is still, I don’t feel like it has, I guess the best, because the way, I
don’t know, my first year, my mentor was also a first year in her position. So I was just like kind
of a hot mess.” Structuring solid, comprehensive induction and mentoring programs for novice
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teachers is one way to ensure these individuals feel a strong sense of belonging within their
school and community and experience high levels of support when they need it most.
Local Contextual Factors. The factors listed and explained within this theme affect
novice teachers’ overall experiences but are localized factors that vary greatly within the state
and may also be reflective of national trends, such as the current housing crisis. Local contextual
factors surfaced as an emerging theme that may not have reached complete saturation. Within the
literature, teacher salary and other compensation options were mentioned repeatedly in terms of
reasons why teachers leave the profession or do not enter the profession to begin with; however,
participants generally shared the belief that teacher salary, specifically, was not a “make or
break” type of factor. That, instead, the levels of support received and senses of belonging felt in
the school and community — their general contentment in the position — meant more than how
much they were being compensated for the job.
Salary. Teacher pay was referenced by a few of the participants but more in terms of
affordability of housing. Participant one stated, “And so obviously I, you know, it's cost of living
is lower. And it was kind of a no-brainer at that point.” Similarly, participant five shared, “We
are the one, the highest paying districts in South Dakota, so I was able to buy a house and my
girlfriend happens to live here too. So that is one reason that's going to keep me here. I was able
to, I mean, I don't know many first-year teachers that are able to go and buy a house in the town
that they started.” That participant went on to say, “I kind of want to go to a big city, but, you
know, now that I bought a house and all the people I've met, I might stay a few more years, I
guess.” Participant seven agreed that teacher salary is an important topic in South Dakota and
shared, “And, and here, like the pay, I feel like that's one thing that teachers say a lot about, you
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know, South Dakota is like the teacher pay isn't very good, but then you take into consideration
like the cost of living and everything. And I would say the cost of living is good.”
Housing. Affordable and available housing options were mentioned by a few participants
noting that they had family, friends, or significant others in their current district which may have
been a draw to that area for some, while others noted the difficulties they faced in finding
affordable and available housing within their rural district. Participant three shared, “It also was
convenient because my boyfriend had just moved to the area. And so I just had a house and that I
could have a full-time job close to student teaching. It just worked out really well.” Participant
11 explained her situation regarding housing by contributing, “Also for like, housing, here it is
kind of limited, so I had a friend from Northern who is the, one of the music teachers here, and
so he accepted a position. So, I kind of knew, like I had a built-in kind of roommate, friend,
whatever.” When lack of affordable or available housing exists, novice teachers have difficulty
moving to rural areas to teach and live. If salaries do not allow for it or the school is in a rural
remote community, commuting to the district to teach may also not be an option. Lack of
housing opportunities for teachers puts districts in a bind when finding willing and able recruits.
Recruitment Strategies. During the interviews, specific questions were asked regarding
what drew the participants to the districts they first or were currently teaching within to gain a
better understanding of effective recruitment practices across the state. Participant three noted
that the district she is currently teaching in contacted her prior to her completing her
undergraduate degree. She reported, “A couple of years ago, they reached out to me because they
heard I was a senior music education student, but I still had a year left at my campus. And so
they had to wait a year and then they hired another person, but we had just been in contact. And I
heard a lot about this school.” Participant four referenced his experience with substitute teaching
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and the influence that had on accepting a teaching position by adding, “The first reason why I did
the first year of long-term subbing one of my teach- er- classmates called me up and said, ‘Hey, I
know you're moved back, and you weren't really doing much, can you do this?’ And I said, ‘well,
I'll give it a shot again’, because I wasn't for sure coming out of college, if that was exactly what
I wanted to do. And ever since going through that full year of subbing, getting to know kids,
really investing in them has really been the meaningful experience and the key experience in
what, what I'm doing today.” More word of mouth and personal connection led participant five
to his current district. He shared, “The teacher of the year came and talked to us at SDSU and she
was from [current district] the year I graduated. And then I, actually, it was a crazy circumstance.
I had just hung out with a principal; met them through a family friend that were also from
[current district]. So, I applied, and it was just kind of crazy how I ended up and then but yeah, I
got the job here and I had heard it was just an awesome district and you know, one of the most
diverse districts and it was a great district to learn teaching.” Student teaching was one method
that was also shared by participant two regarding obtaining a teaching position. She shared, “I
think the biggest thing for me is I started in a school that I student taught in.” Other than these
specific references to recruitment strategies, many participants explained that they applied for
whatever positions were available, regardless of the location, and from there were able to select
the interviews they engaged in and jobs they accepted.
Conclusion
This chapter outlined and explained the seven predominant themes discovered through
the analysis of interview data from the 11 interviews conducted for this study of novice teacher
recruitment and retention as well as other observations made during the interviews and theme
analysis. The seven themes described were preparedness for rural living and/or teaching, sense of
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belonging in the school and community, motivation to stay, impact of administrative support on
teacher self-efficacy, impact of colleague support on teacher self-efficacy, impact of mentoring
or induction programs on teacher self-efficacy, and local contextual factors. The following
chapter outlines the impact of these findings on the field while providing suggestions for
recommendations for practices and potential directions for future research.
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Chapter 5
Discussion
The purpose of this phenomenological study was to explore novice teachers’ experiences
regarding recruitment and retention in South Dakota and which factors, if any, contribute to these
teachers’ decisions to stay teaching in South Dakota. This researcher aimed to describe these
lived experiences in rural areas of South Dakota and gain insight into the contextual factors that
may impact the retention of these teachers, providing a lens through which all stakeholders can
understand rural novice teachers’ needs to further develop effective teacher preparation
programs, novice teacher mentoring and induction programs, and novice teacher recruitment and
retention strategies. The guiding research questions for this study were:
1. What is the lived experience of novice teachers in a rural state?
2. In what contexts are these experiences situated?
Theoretical Framework
The Theory of Self-Efficacy emerged from Albert Bandura’s studies in human behavior
and behavioral change, particularly within the areas of phobias and social cognitive theories
(Bandura, 1977). Albert Bandura first described self-efficacy as the way someone may think
about their ability to complete tasks based on previous attempts and the successes or failures
within those attempts (Bandura, 1977). According to Bandura’s work, there are “four major
sources of information: performance accomplishments, vicarious experience, verbal persuasion,
and physiological states” that affect the development of self-efficacy (Bandura, 1977, p. 195).
Additionally, James Maddux’s work emphasizes the importance of visualization to the
development of self-efficacy, where the individual can increase their self-efficacy in an area by
visualizing the degree to which they will experience success with the given tasks (Lopez &
Snyder, 2011). Due to the ways in which self-efficacy can be fostered and the degree to which
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self-efficacy is related to the outcome expectations the individual then holds for their own
success or failure at a given task, the Theory of Self-Efficacy has been used in many academic
areas (Artino, 2012). This also holds true for preservice and novice teachers as they develop selfefficacy within their field experiences and early career experiences where they see veteran
teachers perform teaching tasks successfully, gain valuable insight from these cooperating
teachers and other school staff, learn from the success and failures they experience early on, and
obtain feedback in areas such as pedagogy and classroom management from their university
supervisors and building administrators (Gamborg et al., 2018). Developing a strong selfefficacy early on in their careers can affect the degree to which these novice teachers find
fulfillment in their positions and choose to stay teaching in the field (Kaufman & Ireland, 2016).
Review of Literature
Many studies have been conducted to determine what types of strategies have
successfully recruited and retained novice teachers (Beesley et al., 2010; Boyd et al., 2003;
Curtin, 2018; Darling-Hammond, 2003; Painter et al., 2013; Podolsky et al., 2019); however,
little has been written or studied regarding the recruitment and retention of South Dakota novice
teachers specifically. Oyen and Schweinle (2020) studied the intention of preservice educators to
stay teaching in South Dakota, as well as the perception of those not enrolled in education
programs regarding their thoughts on entering the field of education. In their study, Oyen and
Schweinle (2020) discovered that while salary was not a determinant for preservice teachers who
were already enrolled in the field of education to stay in the field, it was listed as a possible
deterrent for other individuals to join the field. There are many challenges facing rural school
districts in their efforts to recruit and retain teachers, including adequate salary (Podolsky et al.,
2019; Zubrzycki, 2017), adequate classroom resources and staffing options to support students’
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academic and behavioral needs (Voss & Kunter, 2020), available and affordable housing for new
teachers to the district (Zubrzycki, 2017), and distance from urbanized areas with greater
amounts of resources (Barley, 2009; Curtin, 2018; DeFeo & Tran, 2019; Monk, 2007).
Studies indicate that rural-specific field experiences and preparation assists preservice
teachers in choosing to apply for and accept rural teaching positions, as well as experience
success within their first years of these positions (Barley, 2009; Goff et al., 2017; Richards,
2012). These rural-specific field experiences more robustly prepare preservice teachers for life
and teaching within rural communities and schools by providing the preservice teachers with
experiences relating to relationships within rural communities, the role the rural school plays
within its community, and preparing for inadequate access to resources at school and home due
to geographic remoteness (Barley, 2009; Goff & Bruecker, 2017; Trinidad et al., 2011).
Additionally, field experiences in which the building principal is present and modeling effective
leadership allow for successful outcomes once these preservice teachers enter the profession due
to the instructional leadership and feedback provided during their field experiences, as well as
the ability to form lasting, impactful relationships during these experiences (Fletcher Nettleton
& Barnett, 2016; Klenk, 2015).
Mentoring and induction programs for novice teachers provide opportunities for these
teachers to learn and grow while gaining valuable experiences and developing a solid sense of
self-efficacy (Ingersoll & Strong, 2011; Ingersoll, 2012; Podolsky, 2019). These programs also
offer intentional relationship building experiences with their colleagues. These relationships
contribute to and help mold the climate and culture of the school. School culture and the
collective efficacy that exists among the staff where novice teachers begin their careers are
crucial to the professional growth and self-efficacy of these teachers, where staff members

81
support one another in a variety of ways including strategy sharing, support in and out of the
classroom, and a shared vision of success throughout the school. Building leadership is key in
matching appropriate mentors to novice teachers, as well as intentionally developing and
encouraging relationships among the staff and molding a positive school culture (Arnett, 2017).
Transformative leaders serving as building principals build and encourage the type of school
culture necessary for relationships to develop between novice and veteran teachers, as well as
welcoming preservice teachers into the culture to foster the development and self-efficacy of
these individuals (Day et al., 2016).
Methodology
This phenomenological study involved interviewing 11 novice teachers from across
South Dakota. Participants were selected through purposeful criterion sampling where novice
teachers, those having less than five years of teaching experience, in rural districts within South
Dakota were provided the opportunity to participate. An interview protocol guided the semistructured interviews to ensure consistency across the interview sessions. Once all interviews
occurred, transcriptions of the interviews were completed using the application Temi, and the
researcher verified the transcription of the interviews by reading each transcription multiple
times. From this point, the frequency of specific words and phrases was analyzed, and themes
began to emerge. A second coder also analyzed the transcriptions, and although slight
differences in theme definitions existed between the two coders and themes, the two sets of the
themes paralleled one another. A third researcher acted as auditor of the coding and inductive
theme building. The researcher then sent the participants the thematic analysis where they were
asked to verify the results of the study with the option to add to this analysis. Most of the
participants responded to this in agreement of the analysis.
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Key Findings Summary
Through this study, the novice teachers in South Dakota explained their experiences and
how these experiences shaped their self-efficacy during the early years of their careers. After
coding interview transcripts and analyzing the data across participants, seven themes were
identified: (a) Preparedness for rural living and/or teaching (b) Sense of belonging in the school
and community (c) Motivation to stay teaching and living in South Dakota (d) Impact of leader
support on teacher self-efficacy (e) Impact of colleague support on teacher self-efficacy (f)
Impact of mentoring or induction programs on teacher self-efficacy (g) Localized contextual
factors, such as teacher pay, available and affordable housing, and specific recruitment efforts
experienced by novice teachers. Participants who experienced intentional support by colleagues
and administrators, reflected upon and applied knowledge from previous rural experiences in
their personal or preservice professional lives, and participated in robust mentoring and induction
programs expressed a greater sense of belonging, preparedness for rural teaching and/or living,
and motivation to stay teaching within South Dakota.
In line with what Boyd et al. (2003) and Monk (2007) stated regarding proximity to
novice teachers’ hometowns or college campuses, this study uncovered that the novice teachers
interviewed taught in an area close to or similar to their hometowns and that because they grew
up and are familiar with South Dakota, its school districts, and its cultures, many of them are
choosing to stay in the state as they advance in their careers. Some of these novice teachers are
staying close to home or college towns, even if located in rural fringe areas, where support
systems and daily living resources exist nearby. However, there are some instances in which
novice teachers in South Dakota have moved to rural remote areas to teach and live, where
access to necessities such as groceries, medical services, banking services, and other provisions
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are hours away. This, in addition to the social isolation from same-aged peers in these locales,
can have a profound effect on novice teachers’ sense of belonging and level of support, affecting
their willingness to stay in these rural settings. Additionally, the level of support received from
colleagues and administrators has significant impact on the novice teachers’ self-efficacy when
encountering classroom management and discipline issues, difficult parent or student situations,
and other challenges that arise throughout the school year.
Implications
The wide range of demographics of districts in South Dakota and, as a result, the varying
needs of each district based on this range make it difficult for teacher preparation programs to
adequately prepare all preservice teachers for any of the number of challenges they may
encounter while teaching and living within the state. Additionally, these needs make it
challenging for building and school leaders to meet all needs of novice teachers entering their
schools and communities each year. As the teacher pipeline continues to dwindle nationally and
teachers continue to bear such responsibility within society while the needs of society continue to
grow, we may continue to find it difficult to hire quality educators to teach in all geographic
areas of our state and in all content areas. Finding teachers to fill vacancies within our schools
may be one of the first steps in ensuring our K-12 students receive satisfactory educational
opportunities; however, retaining those teachers is a necessary step as well. Building positive
school cultures where all staff and students can learn and grow together is imperative.
Administrators need to explicitly articulate and communicate their vision for the school,
including ways in which student discipline, high quality instruction, and parental involvement
and communication will occur. This includes partaking in specific and reflective steps that build
trust and collective efficacy among staff members, allowing for sharing of ideas and feedback to
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ensure all staff feel supported on a multitude of levels. In difficult to staff areas, such as rural
school districts and communities, teacher attrition continues to cause concern as a lack in
continuity of staff members exists when teachers leave their positions (Brown & Wynn, 2007;
Brown & Wynn, 2009; Ingersoll et al., 2012). This continual need for rehiring and retraining can
cause breakdowns in positive school cultures and become extremely costly to school districts
(Poldosky et al., 2019; Zhang & Zeller, 2016).
Providing novice teachers in South Dakota the opportunity to describe their experiences
in rural settings gives school leaders and teacher educators the ability to understand these
individuals’ needs and add or modify programming and training to meet these needs. The
descriptions gained from this study demonstrate the need for intentional relationship building to
garner support for these novice teachers from colleagues and administrators, while providing
opportunities through which they can receive appropriate, timely feedback pertaining to the
struggles they face.
Based on the findings from the interviews conducted, adequate preparation for rural
teaching and living, feeling a sense of belonging within the school and community, having
adequate leader and colleague support, and participating in effective mentoring and induction
programs (at the state and district level) are imperative for our novice teachers to continue to live
and teach in South Dakota. Comprehensive induction and mentoring programs include specific
information regarding policies and procedures of the school and/or district, as well as
opportunities for observation and feedback of and from their mentors. Based on findings from
this study, grow-your-own programs, such as Educators Rising and internship-type classes for
high school students to learn more about the teaching profession, will continue to bolster the
teacher pipeline in South Dakota.
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Additionally, focused and intentional induction programs at the school level will allow
teachers the opportunity to learn more about the school setting they are entering, as well as who
to turn to for assistance throughout the school year. These induction programs may also benefit
novice teachers by including information about the demographics, available resources, needs,
and strengths of the community, particularly in rural fringe and rural remote areas. This, coupled
with the state’s current mentoring program and opportunities that stem from this program, will
provide novice teachers the information, support, and sense of belonging necessary to increase
their self-efficacy those first few, and very critical, years. Mentors assigned at the school district
and state level should be carefully chosen and paired with the novice teacher to compliment the
novice teacher’s content area, grade level(s), prior field and teaching experiences, and other
strengths and needs.
Limitations
One limitation of this study was the small sample size of 11 participants included in this
phenomenological study. While the intent was to interview 10-15 participants and the researcher
felt saturation had been reached with the 11 participants, having closer to 15 would have offered
more vantage points from which to gain more understanding of novice teachers’ experiences in
South Dakota. Another possible limitation was participants’ self-reporting of data during the
semi-structured interviews. Honest and open communication between the interviewer and
participant and accurate participant self-reporting are integral parts of interview-based qualitative
studies. The researcher believes the participants were open and provided detailed descriptions of
their experiences; however, the researcher’s role as an elementary principal may have hindered
some participants from being completely honest about their experiences with leader support,
mentoring programs, and other portions of their experiences.
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Recommendations for Practice
After reviewing the related literature and research, as well as the results of this study, the
following lists recommendations for practice:
1. Work with teacher preparation programs to provide deeper and more frequent ruralbased field experiences, involving opportunities for reflection and comparison to
preservice teachers’ own personal experiences would benefit novice teachers as they
seek employment across the state and begin their teaching experiences within rural
areas of South Dakota. These experiences would increase the degree of preparedness
novice teachers immediately feel when entering teaching positions in South Dakota.
While rural schools and communities across the state may be similar in size or other
demographics, the needs of these schools and communities may differ greatly.
Therefore, more frequent experiences in a variety of rural settings will provide
preservice teachers the opportunity to reflect on these experiences and consider the
advantage of teaching and living in a rural school district.
2. Work with principal preparation programs to assure that intentional relationship and
culture building is an integral part of the curriculum. School leaders who are
intentional in these two areas will create the sense of belonging and levels of support
novice teachers have expressed as a need. Additionally, principals who provide
specific and effective instructional feedback to their staff, based on information from
formal evaluations and informal walk-throughs and based on schoolwide goals and
student needs, develop high expectations among their staff. These expectations can be
established through reflective questioning during pre- and post-observation meetings
with teachers, opportunities for staff members to observe one other, and providing
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time during PLC and staff meetings for teachers to share effective teaching,
assessment, and classroom culture building strategies. This could also lead to a higher
degree of collective efficacy within these schools, leading to greater, more
meaningful educational experiences for all staff and students within these buildings
and retention of novice teachers.
3. Districts across the state would benefit from a more solidified onboarding or
induction program for all new teachers to their school or building, whether they are
novice teachers or not. While the South Dakota state mentoring program for novice
teachers provides a multitude of benefits for these teachers within the state, as
recognized and described by this study’s participants, novice teachers feel best
supported by ongoing, intensive, and individualized support. Listening to novice
teachers about what they need creates an opportunity for targeted, differentiated
support services.
4. Implementation of intentional recruitment efforts across the state, such as but not
limited to:
a. South Dakota school districts taking advantage of grow-your-own programs,
such as Educators Rising and high school internships, where high school
students interested in teaching as a career can assist in classrooms and learn
more about the career through guest speakers and other experiences.
b. Developing community-based pipeline programs such as those referenced by
Barley (2009) where community members who show interest or
paraprofessionals already staffing K-12 schools engage in coursework and
field experiences to earn certification.
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c. Developing relationships with teacher education programs and staying in
communication with these programs regarding their potential graduates and
using this information to reach out to these graduates prior to or during
student teaching to inform them of possible future vacancies. Providing
opportunities for novice teachers, specifically from rural areas of the state, to
share their experiences with preservice teachers opens the door for further
reflection and preparation.
d. Telling the district’s story on social media to showcase everything the district
has to offer, thus encouraging potential and preservice teachers to learn more
about the districts, particularly rural fringe and rural remote districts.
Directions for Future Research
More research needs to be conducted to determine what challenges are facing our novice
teachers. We need to ask preservice and novice teachers what support looks like to them and
specifically what might encourage them to consider long-term employment in their district. The
following lists directions for future research in this field:
1. Survey preservice and novice teachers in South Dakota to discover more specific
information regarding their experiences and perceptions with preparedness for rural
living and teaching, belonging in their school and community, leader and colleague
support, state and district-level mentoring and induction programs, and recruitment
efforts they experienced upon entering the profession.
2. Survey novice teachers in South Dakota to discover more specific information
regarding their perceptions of their overall preparedness through their teacher
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preparation program and how this preparedness has impacted their first year of
teaching.
3. Survey novice teachers in South Dakota to learn more about the local contextual
factors such as teacher pay and affordable housing accessibility that may influence
their decision to stay teaching within the state.
4. Further qualitative studies with novice teachers in South Dakota to continually add to
our knowledge base of these novice teacher experiences and the best ways in which to
support these teachers.
5. Survey South Dakota districts to determine which recruitment and retention efforts
have been successful in recruiting and retaining teachers in these rural districts across
the state.
Conclusion
Novice teachers in South Dakota have a variety of experiences and needs based on the
challenges present in their school districts and communities. These needs range from building
adequate and appropriate relationships with those individuals within and outside the school
community to not knowing what they do not know or who to turn to for help and support. All of
these needs affect the novice teachers’ self-efficacy to some degree, which impacts their overall
experience. While most of the novice teachers interviewed shared their intentions to stay in
South Dakota and the positive experiences they have encountered, some novice teachers still
expressed concern regarding lack of administrative support they experienced, the limited
induction or mentoring programs offered them, and the loneliness associated with being new and
inexperienced in a world of veteran and well-versed colleagues. These are issues which
principals can work to address by building intentional supports within the school and community
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settings to assist novice teachers in becoming more comfortable within the community and
helping these individuals gain access to needed resources for successful rural teaching and living.
If given the opportunity, principals could play a vital role in pairing preservice and
novice teachers together to provide the opportunity for preservice and novice teachers to discuss
challenges faced within the first few years of rural teaching and living, which may help
preservice teachers understand the needs of rural communities and schools while providing
novice teachers the opportunity to reflect on their experiences. Building principals can serve as
more than a liaison between the wealth of knowledge and experience within their staff and the
needed placements of the teacher education programs, where they can observe, interact with, and
provide feedback to preservice teachers to provide an additional layer of support. Supporting
preservice teachers and establishing a constructive relationship with these individuals benefits
the preservice teacher in terms of providing additional feedback of instructional strategies,
communication with parents and colleagues and classroom management strategies from an
administrator’s perspective. Principals need to take a more active role in developing and
cultivating professional relationships among their staff, while providing opportunities for
preservice and novice teachers to share experiences and ideas. They need to provide feedback to
these individuals and establish a school culture that encourages collaboration and builds trust.
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Appendix A
Interview Protocol: Novice Teacher Retention in a Rural State
Time of Interview:
Date of Interview:
Method/Location of Interview:
Interviewer:
Interviewee Initials:
Position of Interviewee:

Gender:

Years of Experience:

Classification of District:

Describe the project to the interviewee: investigating factors in novice teacher retention in
South Dakota to describe the lived experiences of these teachers and how these factors construct
a context in which these lived experiences take place.
Questions Regarding Consent: Did you read the consent form? Do you understand what this
study is about? What questions do you have for me? Do you agree to be in this study? This
interview will be audio recorded.
Remind interviewee of interviews being recorded for transcription and analysis purposes.
1. What is the lived experience of novice teachers in South Dakota?
a. What do you as a novice teacher identify as key and meaningful experiences you have
encountered in your profession?
b. How do your experiences as a novice teacher in South Dakota affect your selfefficacy or confidence level in your teaching?
c. How do/have your experiences as a novice teacher in South Dakota affect your
decision to remain in the teaching profession in rural areas/the state?
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d. What drew you to rural teaching positions or the districts/communities in which you
were hired?
e. Where do you see yourself working in the next 3-5 years, and why?
f. How, if at all, has the COVID-19 pandemic affected your experiences as a novice
teacher?
2. In what contexts are these experiences situated?
a. What social contexts have affected your teaching experiences and your self-efficacy?
b. What professional contexts have affected your teaching experiences and selfefficacy?
c. What administrative contexts have affected your teaching experiences and selfefficacy?
d. What challenges have you encountered in your teaching experiences?
e. What supports have you encountered in your teaching experiences?
f. Which, if any, of these contextual experiences have influenced your decision to
remain in the teaching profession in South Dakota?
g. How, if at all, has your support network changed due to the COVID-19 pandemic?
Thank the individual for participating in the interview. Assure the individual of confidentiality
of responses, as well as the opportunity to review the summary and analysis of the interview
once it is complete.
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Appendix B
Researcher’s Reflective Journal
4/25/21: Tomorrow the interviews for the study begin, and I’d be silly if I didn’t say I am a little
nervous about it. I feel a bit pompous just expecting these individuals to not just give up their
time during a very busy time of the school year, but then to share some potentially very personal
feelings about the beginning of their careers and who or what has impacted them during that
time. I am hoping that my genuine desire to move the profession forward in whatever capacity
we can comes through. If nothing else, I am hoping they see me as an ally to a degree and not the
“us versus them” perspective that can sometimes happen between teachers and administrators.
Since they really don’t know me in that role, I hope they see me as the researcher I am coming to
them as. Generally, though, I am excited. I am anxious to see what information I can learn from
to be a better leader.
4/26/21: Both interviews today seemed to go well, and I think I was able to gain some good
insight from each of the participants. I am hopeful that the other interviews go smoothly. It was
interesting to hear the different perspectives with some similarity but also how their different
experiences may play a role in the differences of perspective (seems obvious, I know). The first
interviewee has more experience overall, as well as experience in more than one district, where
the second interviewee has less than a year of experience and in just one district. I’ll be interested
to see how the other participants’ experiences compare.
4/30/21: The past two interviews were good – again, more information and different
perspectives. It’s refreshing to get a newer perspective on things and will hopefully help me
remember to slow down and be more intentional with things as a building leader. Even after just
five years, and then with COVID thrown into the mix, I can already tell that I’m more removed
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from the classroom than I would prefer. I know it’s inevitable, but it doesn’t make trust building
any easier. We’re in the people business, though, and I can’t forget that. These interviews have
reminded me of that. We’re all just doing the best we can with what we have, and when we have
a lack of experience to draw from, it can be challenging. The two interviews over the past couple
of days have reminded me how important relationships are in our roles. Good information and
good reflection.
5/14/21: A few more interviews under my belt. The willingness for these individuals to share
such personal experiences with me is humbling. I hope to do right by them with this information.
I am surprised, especially, by their willingness to share their struggles or concerns with me,
especially given that they know I am an administrator. Maybe, too, that is why they are willing to
share – they might want me to see that viewpoint or are comforted by being heard. I am starting
to wonder if the social context question is worded correctly…some hesitation to answer that
question, usually followed up by a clarifying question.
5/28/21: I think I am done with interviews. Based on everything I heard them saying, I think I
have some ideas of what types of patterns I will see in the data, but it will be interesting to see if
that is actually what comes out. Many of them mentioned being from South Dakota or being
from close to or the district where they are teaching, which is interesting because of the Monk
article I read. Being a native South Dakotan, I get it. It was a great place to grow up, and it’s
been a great place to raise kids. With Jeremy being a transplant to SD, I am always curious to
what draws people here. Another area I am excited to see the patterns of are the COVID
questions. I’m not sure they will even be worth mentioning in the outcome of all of it, but I can
just see on my staff the different ways it did or did not affect people this year...not to mention our
own family’s issues with the various aspects of COVID and the political climate surrounding all
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of it. For those first-year teachers this year, I wonder how much it will affect them moving
forward into future years since they truly don’t know any different and their student teaching
experience most likely was cut short. It will be interesting to see what comes from all of this.
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Appendix C
Frequency Chart
Emergent Theme
Preparedness (for
rural teaching
and/or living)

Quote
Quote
Frequency
11
“I came from a small community and small school and
then my elementary experience.” T2
“I grew up in South Dakota and so this is just a place I
knew I wanted to be. I don't really have an interest in
being anywhere bigger.” T3
“So being a part of that in a rural school was something
that was appealing to me. Like I wasn't afraid of going to
a smaller school, even though I didn't have a lot of
experience there. But my prior experiences in being able
to be involved and supported in a lot of different ways
was something that I was excited about trying out while I
was here.” T3
“I grew up in [current district]. I grew up in my, in this
town and ever since I graduated, that's kind of been my
plan to come back and teach and coach. And that was
kinda a lot of people say that and it's corny and I know it
is, but that's exactly what I told our AD.” T4
“I grew up here.” T5
“You know, because that's what I went to school in was a
very small school setting. And so I just know from my
personal experience, like the relationships that I made
with my teachers growing up, I wanted that same thing
for my students. And so I think I've always wanted to stay
in a rural school.” T6
“I suppose, I mean, I’ve, I’m from South Dakota, so I
don’t think I would want to move elsewhere.” T7
“Well, I’m from [this/current district’s] area. So I grew up
in [a small town nearby] and I guess I was looking, I
looked everywhere.” T7
“But then what drew me to this district was one, it’s my
hometown and two, the population of the district.” T8
“Well, I like South Dakota. My family's here. I'm not
moving.” T9
“I mean I grew up in South Dakota, so that also has some
influence on that, obviously. But as for my experience
this year, I really do like the smaller class sizes, which are
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Sense of Belonging

14

pretty typical of a rural school district in South Dakota.”
T11
“We're siloed, you know, into our little worlds. And it's
just hard. It makes communication, accountability and
transparency hard, and it makes backbiting and all that
easy.” T1
“But also, with them all being pretty close, and they're all
quite a bit older, have quite a bit more experience than I
do in teaching. So, sometimes it feels like I don't really
know where my place is yet, especially since I've only
been there half a year and they all have established
relationships, and I'm still kind of working on that.” T2
“And so my biggest challenges are coming in, trying to
figure out what they learned from that previous teacher.
But also overcome some of these disciplinary issues that
have really seeped in over the last year and a half as well.
And so that's probably my biggest challenge is still trying
to make it my own and hold them to their highest
expectations or my expectations.” T3
“I don’t know, things just were a lot different getting in
the classroom than when I originally what I thought they
were going to be.” T5
“I feel like a lot of my coworkers, they grew up together
almost like they grew up in this community, so they have
like past relationships and like they know other members
in the community. And so they understand like this social
context and like coming in, I feel like I'm naive to that.”
T7
“There’s just so much. And I get, I spend too much time
at work and I don’t have time like enjoying my hobbies
and other things. So sometimes I can burn myself and
doing that.” T7
“I came in new and so a lot of like past issues or not, I’m
not as aware of what they were.” T7
“But I just, I don't know, just like personally for me, like I
interact with some of the teachers sometimes, but like I'm
in the middle school building separated from the high
school. So the only time I ever see them is like meetings
which happen about once a month or like, you know, if
we're at like a basketball game or something. And then
even the middle school ones, like my lunch is different
than theirs. So I just kind of by myself, I mean, I interact
with the teacher right next door to me, but it's a little
isolating sometimes.” T11
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“The social context, because it ties directly with the
support, too. And just the people and connections that you
get to have in South Dakota. I don't think you get in a lot
of places and especially like in college, I was running
some music festivals and so I was contacting and talking
to every, by high school band director in the state or
having contact with them. And so being able to have
those connections and know that like go to a convention
and know everyone there that community in South
Dakota is something that I know is making me want to
stay as well.” T3
“…Just because it’s such a tight-knit thing and like small
community. So yeah, you can support each other, even
as your students go up to high school. Like you can see
them progress even like a town [current district], you
know.” T7
“I fee like here in South Dakota, I mean, that’s kind of a
bad thing to say, but I mean, there’s positive and
negative. Like if everyone’s in your business, if you’re
struggling, like your colleagues are gonna know that
you’re struggling and they will be there to help you, too.
You know?” T7
“I think with everything that's happened and all the
parents coming to me, kids coming to me, it's really a
positive reinforcement making me want to stay here
because I know that I'm appreciated in the area that I'm
at.” T10
“I think the number one [factor influencing the decision
to stay teaching in South Dakota] would be the social
context. I really love the people here.” T10
“Like if your car breaks down, they're gonna take care of
you. So that is been actually huge in me staying and me
feeling safe and me having, you know, success as a
teacher, I'd say.” T5
Motivation to Stay
or Leave

18

“I came from a small community and small school and
then my elementary experience.” T2
“I see myself still in the district that I'm in now because
it's close to home and that's where I like to be. And I like
the students that we have there and the teachers that are
around too as well, and then administration.” T2
“And so staying in South Dakota and knowing the
different or like how South Dakota runs things or the
expectations in any activities and in academics - it's just
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really familiar and comfortable, and I can support what's
going on in the state and excited about that.” T3
“I grew up in South Dakota and so this is just a place I
knew I wanted to be. I don't really have an interest in
being anywhere bigger.” T3
“I love the idea that all students or a lot of students are
involved in a lot of different activities. Cause that was
definitely me as I was growing up. And so that's a really
important value, and I can really acknowledge the
qualities that come along with that. So being a part of that
in a rural school was something that was appealing to
me.” T3
“I grew up in [current district]. I grew up in my, in this
town and ever since I graduated, that's kind of been my
plan to come back and teach and coach. And that was
kinda a lot of people say that and it's corny and I know it
is, but that's exactly what I told our AD.” T4
“And I don't know if bigger schools get that opportunity
where they're teaching multiple subjects and touching
multiple areas and have that experience versus teaching
just one subject and you get a whole bunch of classes in
that one subject. Right. And I feel like that has helped me
out a lot.” T4
“I grew up here.” T5
“I did have a really good first year, so that might keep me
here longer than, than I had originally planned because I
originally came in thinking, you know, maybe one or two
years, and then I kind of want to go to a big city, but, you
know, looking at the pay and now that I bought a house
and all the people I've met, I might stay a few more years,
I guess.” T5
“So being a rural school has been amazing because I can
make so many more close relationships. Like I can form
so many more relationships with students because I see
less and I've always wanted to teach in a smaller school
setting. You know, because that's what I went to school in
was a very small school setting. And so I just know from
my personal experience, like the relationships that I made
with my teachers growing up, I wanted that same thing
for my students. And so I think I've always wanted to stay
in a rural school.” T6
“You know, I've never really thought about leaving the
state because I grew up in South Dakota, you know, born
and raised here. I love the state and so I can't really
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imagine teaching anywhere else anyways, but the
relationships I've made here are definitely the ones that
make me, make me want to stay with coworkers..” T6
“I think that there's a lot of change coming through and a
lot of new faces are coming in because there was such,
you know, there's a lot of really veteran staff and
sometimes a lot of new and a lot of new policies coming
in. And I, I want to kind of be a part of that and to be able
to say, Hey, I built up this program or to say, Hey, I
helped redo this whole thing. You know, I, I think it's
really cool to be a part of something that you know, that
you're proud of, that you helped redo something and, or
like, I'm, I'm basically building up a whole new CTE
program. Like, like there's like a shop in the ag CTE, but
I'm like building a health science CTE program here. It's
never been done before year and it's hardly been done
across the state. So I'm like, I want to build this. I want to
make it awesome. So I think that's something that I plan
to keep doing and to keep kind of building on in the next
few years so that I am like my head of my own little
department.” T6
“I suppose, I mean, I’ve, I’m from South Dakota, so I
don’t think I would want to move elsewhere.” T7
“You know, there’s really no reasons to leave. There’s a
lot of reasons to stay but, non, really to leave.” T7
“Well, I’m from [this/current district’s] area. So I grew
up in [a small town nearby] and I guess I was looking, I
looked everywhere.” T7
“But then what drew me to this district was one, it’s my
hometown and two, the population of the district.” T8
“Well, I like South Dakota. My family's here. I'm not
moving. I did move from Sioux falls to [current
district]okay. Which I don't have family here, but then I
ended up getting married and so on. I'm going to probably
stay in [current district]. Yeah. Yeah. I'm not moving. I
like it here.” T9
“I mean I grew up in South Dakota, so that also has some
influence on that, obviously. But as for my experience
this year, I really do like the smaller class sizes, which are
pretty typical of a rural school district in South Dakota.”
T11
“Like I've never felt more confident. Probably cause my
boss right now is like, man, he's doing this and he's good
at the behavior side. And, and I that's always been a
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struggle. I even told her at the beginning of the year, I'm
not, I struggled in that classroom management, and she
chose to hear something else apparently. And she said,
man, you really good at this. And she got me to believe it
and now I'm actually becoming pretty good at it.” T1
“Our lead here…She’s amazing and doesn’t get anything
in return. She’s kind of modeled that selfless, like we’re
just here for the kids and whatever we can do for each
other is a bonus. That’s been great.” T1
“District I really liked the administration that they have
there.” T2
“My self efficacy when I'm talking to them or after these
conversations comes in, like I'm at a loss for how to fix it.
And it's not necessarily something that they have
experienced to where they know exactly what to do
either, or sometimes they're just as in as much awe as I
am. And so that's where sometimes I get a little lost in
how to fix it, especially if they don't know as well.” T3
“Like there are so many days that our superintendent and
principal stops down after school, especially right as I
was starting. And he would just like check in once a week
and some days we'd sit there after school for an hour and
chats just about anything that I'm experiencing or going
on and answering any questions. So that meant a lot, and I
know that they were concerned. It's like, okay, we want to
make sure that she feels fine being here, especially the
situation that I was put in kind of jumping in. So that has
helped tremendously.” T4
“Our administrators, especially at the high school are very
hands off. Okay. They allow you to teach your class the
way that you want to teach a class and cover what you
want to cover. Now, obviously within the guidelines of
the, you know, but the direction you want your class to
go, you get to.” T4
“They can pop in and do their evaluations and everything.
And their main goal is graduation, which they push hard
on us.” T4
“I didn't really learn, you know, if a student is just grossly
misbehaving, like what am I supposed to do? You know,
I send them down there and they kind of came back. So I
feel like that way I wasn't really supported.” T5
“Our building principal has been amazing. Like there's
some weird stuff that happened this year. And like then
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they, the support that they actually gave me was pretty
awesome.” T6
“Like if you have a questions about anything, you can go
to her and ask her questions and friendly, bright
personality, I guess just the way that your administrator
is, makes them more approachable.” T7
“Administratively, I've had two different, very different
administrators that I've worked under. One that was very
supportive and personal. She knew a lot about my
personal life. She had a good relationship with me would
ask me, what are your plans for the weekend would know
like where I'm going in the summer, what my summer
plans were. And I felt very more, it was easier to
approach her and I felt like she had my back, like I could
go to her, she, I could trust her. She was there to support
me as a professional educator. And then I've also worked
for an administrator who shuts down every single idea
that is brought to her, makes rude snarky comments I'm
in, doesn't even realize it. And she feels the exact
opposite. It's a very unapproachable. Most of the staff
wasn't on board with what she was doing. So that made
for a lot more of that negative talk and it, it affected the
culture, I think, of the school and just like the teacher, the
teachers in the building.” T8
“…in the administrative context would be, so they do like
the observations of formal and informal observations and
a negative experience I had with that. Those are good
because they usually help me grow or give me areas of
improvement. But there's one where I had an observation
with the administrator and she was marking off these
different, you know, distinctions, one, two, three, four,
and what category you fall in. And her comment at the
end was what was doesn't really matter.” T8
“I don't feel that I always have the support and some
things are harder than others to plan hands-on activity
for.” T8
“Our principal this year is a good support. She'll tell me
kind of what to do if I have like a behavior question or
whatever.” T9
“My admin has been very open to things. The teacher
prior to me, it kind of left my area in a shamble. So I've
been needing new power tools, new equipment, new
tables, new furniture, all that good stuff. And they've been
very flexible.” T10
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“When I did interview here, they seem very supportive of
the art program and really wanting to keep that up to
reach students. So I was impressed by that. And I've seen
that throughout the year, like with budget with just like
when I would send out stuff about certain opportunities
or, or whatnot, everyone seems pretty supportive of that.”
T11
“Other than that, I mean, like the principals are pretty
supportive and everything, but I just don't have as much
interaction with them.” T11
“I mean obviously there were evaluations, but sometimes
I think maybe it would have been useful to have slightly
more of a presence. Maybe there would have been if my
classroom was in the high school, and this year I didn't
teach middle school and next year I will have a section of
it. So, you know, just dropping by maybe every once in a
while and just see how things are going. It's not like that
never happened. But it was just kind of rare.” T11
Impact of
Colleague Support
on Self-efficacy
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“And then having that support was good too. Cause they
let me know, like you're not failing him. It's okay. We're
all figuring it out. Like, it'll be fine. You're doing what
you need to do.” T2
“Just the support from the teachers and all of the teachers
are pretty close together.” T2
“Like that's extremely meaningful to have so many
colleagues that are there cheering you on.” T3
“is really probably the biggest thing is all the support
from my co-teachers and colleagues. So being able to go
and have lunch and we all have the same students again,
because being in a smaller school, we're able to really
relate and even talk about all the grades. We all kind of
know everybody. And so their support has been really
awesome and I can bounce ideas off of them, or even just
share something that I experienced in the classroom of
like, how does this even happen or why in the world this
happening? And they're like, it's every day, like it's not
you. They have really boosted my confidence.” T3
“My, my mentor teacher has been a lot of help. I've had a
lot of help from pretty much all the teachers in my
department. They've all given me ideas. I bounced ideas
off of them. They've said, well, yeah, I've tried something
like this and that really didn't work.” T4
“My team picked me up, you know, I had a teachers next
door that were constantly checking in on me. We had
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new, so in the sixth grade we had two new teachers and
then we had a lot of veterans. So I never felt like I had,
you know, if I had questions I had somewhere to go.” T5
“Well, I feel like instead of just my support from my
team, my sixth grade pod team, you know, it's just, they
were always there for me and you know, if anything
happened, I could always just go to them and ask and
they always had an answer, you know, and they never
told me to like figure it out or, you know, go and, you
know, go ask them. They always, you know, help me
until the issue was resolved. So I felt like, you know, that
was, you know, I never felt like lost or anything because I
always could just go next door and talk to her across the
hall and talk to them. So I guess just my team especially
was, was a huge support for that.” T5
“And so I think that was really important for me,
anyways, to kind of get kind of like crowdsourced to like
figure out how to handle specific different situation.
Because most of my issues that I've had as a, as a novice
teacher would be management like classroom
management was one of the biggest things I had to learn
real quick. So I think I've definitely gotten a hand on it in
the past few years. So my first year was just really rough
and just like learning what manned it was, what it looked
like. And I think just crowdsourcing with coworkers was
a really big help to just help with my abilities to do that.”
T6
“Another thing I struggled with was just my self-esteem
at the beginning. Like I like my first year, I, I didn't, I
wasn't confident in anything that I did, you know, because
you’re first year teaching. And so just kind of getting that
self-confidence took a while and now I feel great about
what I do. Like I've had multiple colleagues tell me, like,
especially in the sped department, they're like, everything
that you're doing is perfect.” T6
“I feel like something that is very meaningful to me is just
how close everyone is. And as a tight-knit kind of thing.
And you can always have people that are going to
support you. I feel like at least I feel supported myself.
And everybody knows everybody. So like, if you don’t
know the answer, you can ask a colleague or your
colleague might know somebody else that would, you
know, be able to answer that question for you.” T7
“I had overall positive experiences with my coworkers
and professionally, but I have seen, you know, you hear
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about everything, like in other areas, people haven’t had
as positive experiences.” T7
“The like teachers around me have affected that a lot.
Like the first year I feel like it was pretty negative.
Maybe the first two years of pretty like, was just some, I
don’t know, something where I just was kind of negative
left, but this year, I don't know that I just switched
positions and it was like, oh no, actually that person is not
the way I thought they were.” T9
“I think the biggest thing for me is I started in a school
that I student taught in. And in that school, the teachers
that I student taught under were still there. So I have a lot
of support in that way, because I can just walk down the
hallway or upstairs and be like, Hey, did I do this right?
Did I miss something or what do I, what can I do with
this student better? I'm really struggling right now. And
that I think has been the biggest thing for me as I still
have those teachers there that were there before me and
not a student taught under.” T2
“I feel like something that is very meaningful to me is just
how close everyone is. And as a tight-knit kind of thing.
And you can always have people that are going to
support you. I feel like at least I feel supported myself.
And everybody knows everybody. So like, if you don’t
know the answer, you can ask a colleague or your
colleague might know somebody else that would, you
know, be able to answer that question for you.” T7
“I suppose, I mean, I've, I'm from South Dakota, so I
don't think I would want to move elsewhere. And I I've
had mostly positive experiences with people around
here.” T7
“We also have our instructional coach, which is the Title
teacher, and she’s helpful. Like I’ve gone to her, we meet
like every other week…she’s a great resource, she
answers all my questions.” T7
“The biggest support I've had have come from other
teachers. Teachers in the building. I work with teachers
on my team.” T8
“I definitely have a good support group. Couple ag
teacher friends in the area, we usually meet up every
month or so. We’ll complain, we whine – but you know,
it’s a good release. I also have a little teacher friend
group here – just helps it out.” T10
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“I guess the first thing that came to my mind is that
another teacher that I went to college with is there too. So
professionally just being able to like bounce ideas off of
each other and kind of be in the same boat of being new
teachers and trying to figure things out in the middle of
the year has been helpful. And then just making those
connections with teachers from my hometown or teachers
that I student taught under.” T2
“But it was a pretty cool experience to, to take classes
with some of them, like, you know, a couple of years in a
row and to kind of get, like, get to know them. So again,
just bouncing ideas off of each other because they had us
split up into like, like these are all the teachers for like a
7-12 or going into like middle school and high school.
And then they also have like little cliques like content
teachers. So I hung out with all the other science teachers
and it was pretty cool to, to really, you know, get to know
a little bit. And I still, I still talk to some of them or I have
them on social media. And so if I, I know that if I really
had a problem with something in the content, I could
always message them and be like, Hey, like how'd you do
this? I'm looking for an experiment for this. And I think
that would be, you know, something I can easily do. So I
think that was a pretty cool experience too, for that
anyways, for social advice.” T6
“Right away what I think of is all of our professional
development workshops that we have for South Dakota
ag teachers. So we have one in the winter, we have one in
the summer. We're very open. We have our whole email
group, we shoot out questions, answers, responses. We
are very good communicators.” T10
“I did meet with the art teacher from [nearby town] once
and there, our program is completely new this year, so
she, she kind of had to put it together from scratch, which
I applaud her on. So we did kind of trade some ideas and
stuff, but she was extremely busy.” T11
“I guess because you feel more supported, you have a
team full of people like rooting you on like wanting you
to succeed. I don't feel like you would have that in other
places. I know one of my friends, she teaches in Las
Vegas and like her mentor teacher that she had moved
like halfway in the school year. And so she had to like
reach out and find people, you know, that would support
her while I feel like here you're given somebody and
they're like, I don't know, they're loyal to you. And they
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support you through the whole thing. So yeah, just more
supported.” T7
“Yeah, mentoring, I’ve had a mentor like last year and
this year. And I feel like all my teachers that are in my
pod would like, if I had a question, I could go and ask
them.” T7
“I would say a mentoring program that was probably the
most beneficial aspects to my first two beginning years of
teaching is having a mentor there. In my first district, I
had a district mentor and a building mentor, and both
were extremely beneficial.” T8
“So like having a mentor program, I do learn a lot from
other teachers, especially veteran teachers. So even just
having five minutes to go sit in someone else’s
classroom, learn from them.” T8
“Like the mentors, again, that I would, the district mentor.
I had a really good district mentor at my first district.” T8
“Well, I know like new teacher mentoring is a thing the
state has, but our district is still, I don't feel like it has, I
guess the best, because the way, I don’t know, my first
year, my mentor was also a first year in her position. So I
was just like kind of a hot mess. I would go to her for
questions. And she was like, I don't even know the
answer. Like, I'll find the answer, but I don't know it.” T9
“So she's[another novice teacher] had to mentor a teacher
from a different school and it's hard to see, you know,
you, she has to take time out of her day to go to a
different school to mentor or observe or whatever. And
it's the mentorship program is maybe not like the best it
could be.” T9
“Um, I mean, like I had a mentor and she taught here for
like 37 years. So, she was a really great help anytime I
needed her had a question needed, some advice. She was
there, and I had her phone number. She pretty much
answered right away. So that really helped me because
some things I had just not run into before. And hadn't
gone over in classes, in my education classes, so it was
nice to have that to rely on and to, and maybe if I was
thinking of something, but I wasn't completely sure ask
her and either confirm my view, which would of help be
like - Yes. Okay. I do know what I'm doing or just helped
me kind of look at it with it's a problem or something in a
different way to figure out.” T11
“And I think especially the mentoring really helped.
That's probably had the biggest influence out of all of
them. She's been really supportive.” T11
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“I think finding a close coworker relationship is really
important. I was really lucky to be in the mentor program,
in the South Dakota teacher mentoring program, and my
mentor was amazing. Like she was just a phenomenal
teacher and like just the students really loved her and staff
loved her and it was, it was so, and we had the same prep
period and we were in the same building, and it was
amazing for me just being around the hall and just vent or
talk about like just anything, you know, student behavior
and just, it was amazing just having her there. That was
key.” T6
“My mentor who left the district a couple of years ago, I
still talked to her and so it's, it's still very awesome. It's
awesome to have her because she knows the district.” T6
Local Contextual
Factors

Salary
“And so obviously I, you know, it's cost of living is
lower. And it was kind of a no-brainer at that point.” T1
“We are the one, the highest paying districts in South
Dakota, so I was able to buy a house and my girlfriend
happens to live here too. So that is one reason that's going
to keep me here. I was able to, I mean, I don't know many
first-year teachers that are able to go and buy a house in
the town that they started.” T5
“I kind of want to go to a big city, but, you know, now
that I bought a house and all the people I've met, I might
stay a few more years, I guess.” T5
“And, and here, like the pay, I feel like that's one thing
that teachers say a lot about, you know, South Dakota is
like the teacher pay isn't very good, but then you take into
consideration like the cost of living and everything. And I
would say the cost of living is good.” T7
Affordable and available housing
“It also was convenient because my boyfriend had just
moved to the area. And so I just had a house and that I
could have a full-time job close to student teaching. It just
worked out really well.” T3
“Also for like housing here is kind of limited, so I had a
friend from Northern who is the, one of the music
teachers here, and so he accepted a position. So I kind of
knew, like I had a built-in kind of roommate, friend,
whatever.” T11
Recruitment strategies

123
“I think the biggest thing for me is I started in a school
that I student taught in. And in that school, the teachers
that I student taught under were still there.” T2
“A couple of years ago, they reached out to me because
they heard I was a senior music education student, but I
still had a year left at my campus. And so they had to wait
a year and then they hired another person, but we had just
been in contact. And I heard a lot about this school.” T3
“The first reason why I did the first year of long-term
subbing one of my teach- er- classmates called me up and
said, Hey, I know you're moved back and you weren't
really doing much, can you do this? And I said, well, I'll
give it a shot again because I wasn't for sure coming out
of college, if that was exactly what I wanted to do. And
ever since going through that full year of subbing getting
to know kids really investing in them has really been the
meaningful experience and the key experience in what,
what I'm doing today.” T4
“The teacher of the year came and talked to us at SDSU
and she was from [current district] the year I graduated.
And then I actually, it was a crazy circumstances. I had
just hung out with a principal met them through a family
friend that were also from [current district]. So I applied
and it was just kind of crazy how I ended up and then but
yeah, I got the job here and I had heard it was just an
awesome district and you know, one of the most diverse
districts and it was a great district to learn teaching.” T5

